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ABSTRACT
THE EFFECT OF REQUIRED TUTORING
OPTION PARTICIPATION ON FAILING
EIGHTH-GRADE STUDENTS' ACADEMIC AND
BEHAVIORAL PERFORMANCE
Larry Murry
University of Nebraska
Advisor:

Dr. Karen Hayes

Tutoring programs were evaluated to determine the
effect of required option participation on failing eighthgrade students' achievement, behavior, and attitude
following a year implementation phase. The eighth-grade
pretest compared to eighth-grade posttest gains made by
students in the 45-Minute Morning Tutoring Session (45-MMTS
n=15), 75-Minute After-School Tutoring Session (75-MASTS
n=15) and 120-Minute Combined Morning and After School
Tutoring Session (120-MCMASTS) n=15) demonstrated positive
achievement, behavior and attitudinal outcomes for all
programs. These levels of performance were also found to be
congruent with the posttest achievement, behavior and
attitude data.
The study results support a district-wide plan to
create professional learning teams and provide teacher
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collaboration time in an effort to improve student learning
outcomes. The development of academic interventions is a
vital part of this process.
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Chapter 1
Introduction
The No Child Left Behind Law signed in January of 2001
is designed to send a message that the federal government
is attempting to take a more aggressive role in secondary
and elementary education.(Botzakis, 2004; Bracey, 2004;
Finn & Hess, 2004; Graner, 2004; Hamilton, 2004; Lewis &
Pett, 2005; Million, 2002). The overall objective of the
law is to assure that states have sound methods in place to
address testing and accountability, which in turn will lead
to higher levels of achievement for all children (Noddings,
2005; Popham, 2004; Reese, 2004).
Schools that do not show measurable growth toward
meeting these federal guidelines will find themselves
losing students and funding to schools that are meeting the
guidelines (Karp, 2005; Newbold, 2004; Wiener & Hill,
2004). This law empowers parents to leave behind those
schools that do not meet the challenges of academic growth.
When this occurs, parents have the option of sending their
children to other schools (Peterson, 2005; Snell, 2004).
This law raises challenges to all stakeholders charged with
the responsibility of educating our nation's young people.
Understanding the implications of failing to meet these
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standards is of critical importance to school
administrators (Ferrandino, 2003; Salsberry & Miller,
2004). Finding effective strategies to keep students from
falling behind academically is a formidable task. Given the
limited time within the instructional day, the question of
how schools can assist students in meeting adequate yearly
progress as required by state and federal regulations is a
daunting, yet critically necessary task for all
instructional leaders.
The No Child Left Behind Act of 2001 is structured to
provide supplemental services such as free tutoring for
children who are enrolled in. schools that fail to
demonstrate satisfactory adequate yearly progress (Simpson,
LaCava, Graner, 2004). Up to $1 billion will be used
annually for either elementary or secondary school district
tutoring programs or for referrals to a wide variety of
local community tutoring programs. The use of federal funds
to provide tutoring will have an impact on virtually every
school across America.
Research concerning tutoring programs in general is
needed to determine the programs' effectiveness. A 2000
Newsweek poll found that 42% of Americans believe there is
a great need for children to receive private tutoring
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outside the school day (Gordon, 2002). The (2003) market
analysis at Bear-Stearns now estimates that the parents of
students in the top 5% and the bottom 16% of their classes
are likely to seek tutoring (Gordon, Morgan, Ponticell &
O'Malley, 2004; Gross, 2003; Jaworski, 2003). This
translates to almost 7 million elementary school students
and many high school students, as well. Current estimates
of annual tutoring expenditures show that tutoring has
grown to a $5 billion to $8 billion professional industry
(Gordon, Morgan, Ponticell & O'Malley, 2004; Jaworski,
2003; Snow, 2003).
In addition to the increase in participation, the
percentage of students choosing private tutoring companies,
the same ones commonly used by middle and upper-middle
class families, rose markedly. This may indicate that
parents better understood the choices available to them
under a federal law called No Child Left Behind (Gross,
2003).
Literature About the Problem
For the first time, the Federal government, through No
Child Left Behind, provides funds for the establishment of
high-quality tutoring programs that need to be researchbased and specifically designed to increase student
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achievement. However, little meaningful tutoring research
has been published or offered to classroom teachers as new
methods to individualize student learning (Gordon, Morgan,
Ponticell & O'Malley, 2004; Horn, 2004).
Deficiencies in Past Literature
Much of the literature on after-school tutoring
programs is descriptive in nature (Cunningham, 1997;
Hancock, 1994; Hock et al., 1998; Kaufman & Adema, 1998;
Kirk, 1997; Pressley & McCormick, 1995). In studies in
which data are reported, control conditions often were not
used (e.g.,Farr, 1998; Tollefson, 1997). In other studies,
researchers reported student performance gains that were
minimal or nonexistent (Tucker, et al., 1995).For example,
Farr (1998) found that the grades of students tutored in
physical science classes showed no significant change after
students received tutoring in an after-school program. That
is, there was no significant difference between grades
earned on science assignments before tutoring and those
earned after tutoring. In sum, the literature on both the
efficacy of tutoring and the efficacy of before and after
school tutoring programs is inconclusive (Hock, Pulvers,
Deshler & Schumaker, 2001) .
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One factor that may contribute to the controversy
regarding the effectiveness of tutoring might relate to a
previous lack of clear distinction among instructional
tutoring, assignment-assistance tutoring, and strategic
tutoring, and the failure of researchers and authors to
recognize that distinction as they write about and
investigate the effects of tutoring (Hock, Pulvers, Deshler
& Schumaker, 2001).
The researcher must know the method of tutoring to be
measured. In addition to the methods used, the desired
outcome of the tutoring program must be specified. A number
of studies have examined various tutoring systems: classwide peer tutoring, cross-age tutoring, small-group
tutoring, one-to-one tutoring and home-based tutoring to
list a few. Each of these tutoring systems have shown, to
some extent, to be effective tutoring formats (Snow, 2003).
Despite the vast differences among the programs
studied due to the variety of tutors employed, it is
important to note that the variety in characteristics of
the tutors (age, profession, education) is not the only
source of programmatic variation. Some of the programs are
long-standing efforts, while others are new programs
undergoing initial evaluation. Some are described as
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running like "well-oiled machines", while others are works
in progress. The research also reveals that, although most
programs are successful in terms of their academic goals,
some are not. The variety of tutoring programs represented
by available research is as rich as the variety of students
these programs serve (Gordon, 2003; Snow, 2003).
In 2005 a Midwestern metropolitan middle school chose
to start a two phase tutoring program to provide additional
support for students who were in danger of academic
failure. Prior to implementation, there was much discussion
and review of its school's student achievement data, mainly
by a committee of school faculty members. It began in 2001
with the implementation of a Morning Study Hall tutoring
program. The program was designed to provide academic
support for the school's 7th and 8th grade students. In 2005
an after school program was introduced. Each tutoring
program was staffed by members of the school's teaching
staff. Each program was scheduled Monday through Friday.
The morning tutoring program was 45 minutes in length,
while the after school program was 75 minutes in length.
Students who were in danger of failing two or more academic
classes (math, English, social studies and science) were
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required to attend one, or in some cases, both programs in
an effort to bring their grades up to acceptable levels.
Purpose Statement
The purpose of this study was to determine the effect
of a required tutoring option participation on failing
eighth-grade students' academic and behavioral performance.
Students who were failing two or more core academic
subjects (math, English, social studies and science) were
required to participate in either a 45-minute morning
tutoring session (45-MMTS) or a 75-minute after school
tutoring session (75-MASTS) or a 120-minute combined
morning and after school tutoring sessions (120-MCMASTS).
Research Questions
The following five questions were addressed and
answered as part of this study to determine the effect of •
required tutoring option participation on failing eighthgrade students' academic and behavioral performance:
1. Did failing eighth-grade students who participated in
required tutoring options 45-MMTS or 75-MASTS or 120MCMASTS lose, maintain, or improve their levels of
achievement as determined by pretest compared to posttest
district assessments essential objectives (EO) and a set of
educational goals and outcomes, which are Criterion-
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referenced tests (CRT) that determine how well students
match these learning outcomes,
social studies,

(a) math,

(d) English scores,

(b) science,

(c)

(e) state writing test

scores, and (f) the average of grades earned by the student
(GPA scores)?
2. Did failing eighth-grade students who participated in
required tutoring options lose, maintain, or improve their
levels of achievement as determined by posttest compared to
posttest EO CRT (a) math,
(d) English scores,

(b) science,

(c) social studies,

(e) state writing test scores, and (f)

GPA scores for 45-MMTS compared to 75-MASTS and 45-MMTS
compared to 120-MCMASTS; and 75-MASTS compared to 120MCMASTS?
3. Did failing eighth-grade students who participated in
required tutoring options 45-MMTS or 75-MASTS or 120MCMASTS lose, maintain or improve their levels of behavior
as determined by pretest compared to posttest (a) absence,
(b) tardy, and (c) discipline referral data?
4. Did failing eighth-grade students who participated in
required tutoring options 45-MMTS or 75-MASTS or 120MCMASTS lose, maintain, or improve their levels of behavior
as determined by posttest compared to posttest (a) absence,
(b) tardy, and (c) discipline referral data?
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5. Did those students who participated in the year-long
required tutoring option experience 45-MMTS or 75-MASTS or
120-MCMASTS, report negative, neutral, or positive
attitudes towards school, on the school climate survey, at
the completion of the eighth-grade 45-MMTS compared to 75MASTS; and 45-MMTS compared to 120-MCMASTS; and 75-MASTS
compared to 120-MCMASTS?
Definition of Terms
Adequate Yearly Progress (AYP): The basic measure of
student achievement under AYP is performance on reading and
math assessments. Each state sets increasing achievement
goals on these assessments, with the ultimate goal that all
students will meet the state's standard for "proficient" by
2014. If a school's achievement is at or above the state
goal in a given year, it is designated as making AYP. If
achievement is below the goal for two consecutive years,
the school is designated as "in need of improvement". AYP
is based not only on school averages, but on the
performance of low-income students, minority students,
students with limited English proficiency (LEP), and
students with disabilities. A school that fails to show
improvement in any one of these subgroups doesn't make AYP.
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To make AYP, schools are required to test 95 percent of all
students and all subgroups (Wiener & Hill, 2004).
Adolescent: Any student who is enrolled in sixth
through eighth grade.
Behavioral Data: Behavioral data includes attendance,
tardy and discipline referral information for each
participant. The three dependent measures are a direct
result of the participants' behavior as recorded and
available in the school data base.
Boys Town Social Skills: The Boys Town Social Skills
presents a model of teaching life skills across the
academic curriculum, which enables students to assume
responsibility for managing their own behavior.
Criterion References Tests (CRTs): CriterionReferenced tests "measures a person's skills in terms of
absolute mastery" (Salvia & Ysseldyke, 2004, p.689). CRT
scores report how well students perform relative to a
predetermined performance level on a specified set of
educational goals and outcomes. The content of a CRT is
determined by how well it matches the learning outcomes
considered most important (Bond, 1996).
Cutscore: The established score, at or above which a
student is expected to perform.
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Discipline Referral Information: All discipline
referral information will be derived from data collected
based on the Boys Town Social Skills and will be limited to
referrals to the Principal's office.
Essential Objectives (EO): Essential Objectives are
CRT assessments developed by the Bellevue Public Schools.
These assessments have been submitted to the Nebraska
Department of Education and have been deemed as, meeting or
exceeding state standards.
Grade Point Average (GPA): The average of grades
earned by a student, figured by dividing the grade points
earned by the number of credits attempted.
In danger of failing: Students who are failing two or
more core (academic) subjects, math, English, social
studies and science.
Required Tutoring Options:
(45-MMTS) - 45 Minute Morning Tutoring Session, takes
place in the morning from 7:30 a.m. until 8:15 a.m.
(75-MASTS) - 75 Minute After School Tutoring Session,
takes place in the afternoon from 4:00 p.m. until 5:15 p.m.
(120-MCMASTS) - 120 Minute Combined Morning and After
School Tutoring Session.

A combination of both of the
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previous programs listed. Students participated in both of
these tutoring options.
State Scored Writing Assessment: Measures student
performance in grades 4, 8 and 11 on a statewide test
compared with a similar group of students who have also
taken the test.
Strategic Tutoring: There are four instructional
phases in the strategic tutoring process (1) the tutor
assesses the students' knowledge of the assignment and the
effectiveness of their approach to the task.

If the

students' strategies are ineffective or inefficient, the
tutor proceeds to the (2) phase of instructionconstructing. During this phase, the tutor shows the
students a new strategy, which in most cases,

is a

combination of the successful elements of the students' old
strategies and the tutor's strategy.

After developing the

new strategy, the tutor begins (3) the tutoring phase.

The

tutor teaches the strategy by modeling how to use it,
checking the students' understanding, and providing support
as the students apply the strategy to the assignment.
When tutors model strategies for students, they
demonstrate how to complete each step so that the students
have an opportunity to see an expert use the strategy. The

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

13

tutor checks that the students understand the strategy and
that they have taken notes on each step. The tutor then
acts as a guide while the students apply the strategy to
the assignment. During this process, the tutor provides
positive and corrective feedback, gives additional
explanations and modeling, and helps whenever the students
feel confused.
The final phase (4) of instruction is called
transferring, during which the tutor helps plan for the
independent application of the strategy (Hock, Schumaker,
Deshler, 2001).
Limitations
The first potential limitation was parental support.
While every effort was made to require students to remain
in the tutoring program, parental support was a critical
factor in doing so.
A second potential limitation involved the honesty of
student responses. Students completing surveys were told
that their responses would be confidential. Every effort
was made to protect the confidentiality of the respondents.
However, the researcher is an administrator of the school
in which the students are enrolled. As a result, students
may react to the survey in a manner that their responses
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are patterned to what they (students) perceive the
administrator wants to see.
Delimitations
This study was delimited to the students of a
Midwestern metropolitan middle school during the 2005-2006
school year. As a staff member of this school, the
researcher has access to this population.
Furthermore, this study was delimited to eighth-grade
students who were identified asbeing "in danger of
failing" two or more core academic classes in the subject
areas of math, English, social studies or science. Although
both 7th and 8th grade students participated in the tutoring
programs, the emphasis was placed on 8th grade students who
had been placed in the program. The total number of
students per program were n=15. Each program had n=15

for a

total of 45 participants.
Assumptions
The assumption of this study was that both programs
(45-MMTS) and (75-MASTS) would produce gains in student
achievement, resulting in the removal of students from "in
danger of failing" status. An additional assumption was
that (120-MCMASTS) students would make greater gains than
(45-MMTS) or (75-MASTS).
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Significance of the Study
This study contributes to research, practice and
policy. It is of significant interest to educational
institutions and programs as well as state education
officials and educators who seek to rethink the
relationships between the overall learning and school
process (Gordon, Morgan, Ponticell & O'Malley, 2004).
Contribution to Research
After reviewing the literature, the researcher found
there are few studies that address a comprehensive method
of tutoring that encourages independent learning. Moreover,
this study looks at the effect of required tutoring option
participation with a systematic method of tutoring in
place. This study examines how program interventions affect
overall student behavioral and academic performance.
Contribution to Practice
The results of this study can assist those
professionals who interact with students in the school
systems. Educators and administrators can gain useful
insights that will help in designing programs that will
assist in increasing student learning so that students will
be better prepared for present and future learning.
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Contribution to Policy
The policies encompassing student achievement are
generated from several entities. Federal and state
departments of education have established clear goals for
student learning which measure whether students are
learning them, and commit to making improvements in schools
that are not raising achievement (Wiener & Hill, 2004).
Administrators are faced with finding ways to ensure that
students are learning. The completion of daily school work
is integral to this process. Providing students with
additional support through before and after-school tutoring
programs may aid in this endeavor.
Organization of the Study
The literature review relevant to this study is
presented in Chapter 2. This review presents literature
regarding student motivation to complete homework and the
role tutoring systems may play in assisting students and
educators in teaching and achieving curriculum objectives.
Chapter 3 describes the research design, methodology, and
procedures that will be used to gather and analyze data of
this study. Chapter 4 reports the research findings, and
Chapter 5 includes the researcher's analysis of the
findings, discussions, and implications.
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Chapter 2
Review of the Literature
This literature review is' an examination of the
efforts made to support and increase student learning and
achievement in the United States. This description
establishes the necessary foundation for the creation of
policies and programs that contribute to student learning.
A review of major programs that have been implemented to
address student achievement follows. The chapter concludes
with a summary of the relevant literature findings and a
discussion that outlines the need for further study.
A Historical Review of Education and Educational Reform in
the United States
For many people in America, education is believed to
be a prerequisite to achieving the American Dream. The push
for educating America can be heard in slogans from the late
1970's: "To get a good job, get a good education" and "A
mind is a terrible thing to waste." Our nation's founding
fathers recognized this need and throughout our country's
history, have developed laws to ensure that every citizen

be provided with a free public education: The country has a
vested interest in this endeavor.
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A long American tradition of state plenary authority
and local operating discretion is now giving way to a
pressing national uniformity of federally imposed
accountability requirements (Guthrie & Springer, 2004).
In a study of United States presidents, Carpenter
(2005) examined presidential rhetoric about education in
inaugural addresses and state of the union speeches and
found that two purposes of education have gained the most
attention - civic responsibility and economic efficiency.
The emphasis shifted from civic responsibility to economic
efficiency over time.
The examination of how U.S. presidents have defined
education is important as it relates to mandates and
policies developed at the federal level. Through content
analysis of inaugural and State of the Union speeches,
results showed that throughout our nation's history, the
two purposes mentioned previously (civic responsibility and
economic efficiency) have gained the most attention, and
emphasis given to these purposes has shifted (Carpenter,
2005).
Kaestle (2000) states that policy makers in the 20th
century continued to emphasize the dual purposes of
citizenship and economics. He notes that with the rise of
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industrialism in the United States, the call for
vocationalism continued. In light of the waves of
immigrants entering the country, education meant
preparation for both citizenship and industrial life.
In the 1960's, leaders wielded education as a weapon
in another economic battle - the war on poverty (Senge,
2000). Then with the economic turmoil of the 1970's and
early 1980's, policy makers reasoned that America needed to
work smarter and more productively, casting another
economic role for education. The 1990's saw a shift in the
manner of work, and leaders constructed a central role for
education in the knowledge of economy (Carpenter, 2005).
The use of speeches as indicators of presidential
leadership and national consensus is based on the theory
that presidents, as nationally elected leaders, play a
central role in the life of the country (Hart, 1987). They
set a tone and direction through rhetoric, attempt to
implement that direction through proposed legislation, and
oversee the implementation through an executive
bureaucracy. The patterns and purposes of these speeches
make them ideal sources in trend analysis because any
change in values indicates an actual change, not one
resulting from the speech itself (Lim, 2002). The number of
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years covered also strengthens conclusions about change in
educational purpose over time. An examination of changes
over multiple centuries sieves out short-term variations
due to different governing ideologies or presidential
personalities, making it easier to identify persistent
shifts across time (Lim, 2002).
Rhetorical leadership, however, is not a one-way
exercise. It is communication between the president and the
people that necessitates the adjusting of ideas to people
and people to ideas (Denton & Hahn, 1986). Presidents do
not unilaterally move the public in directions the people
oppose. Presidents often sense prevailing opinions, and
they craft policies within that ethos (Seligman &
Covington, 1996). Though it may appear that presidents lead
millions, the relationship is reciprocal. Such a dynamic
makes the study of rhetoric fruitful given its reflection
of both the leader and greater community. This means
presidential rhetoric about education's purpose reflects
not only the belief of the president but also the
prevailing psyche of the country (Carpenter, 2005) .
National Focus on Schools
Between 1945 and 1957 debates over student performance
began, and some critics attributed learning problems to
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schools in decline (Bracey, 1997). The Cold War contributed
to this criticism of schools.

This criticism reached

national attention in October of 1957 when the Russians
launched Sputnik. For the first time in American History,
schools were seen as an integral part of national security.
This notion of national security and the need to compete
with the Russians created demands upon schools to develop
manpower such as engineers, mathematicians, scientists and
foreign language speakers (Cremin, 1989).
Public schools never really recovered from Sputnik. In
the 60's and 70's, schools were blamed for failing to solve
a multitude of social problems (Bracey, 1997).
The decades prior to the election of Ronald Reagan in
1980 saw a significant expansion in the role of the federal
government in addressing the needs of the disadvantaged.
The Great Society Era, as it has been labeled, was formed
during the Kennedy-Johnson administration. From America's
independence through 1962, the federal government
authorized a total of 160 grants for state and local
governments (Wong & Nicotera, 2004). During a 4-year period
from 1962 to 1966, the federal government enacted an
additional 219 grants-in-aid programs, 109 of which
(including Title I of the Elementary and Secondary
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Education Act ACT-EASA) were passed during 1965 (U.S.
Advisory Commission on Intergovernmental Relations, 1967).
By the time Ronald Reagan assumed his presidency, there
were about 500 categorical programs (Wong, 1999).
The Great Society Era instituted programs that were
designed to provide supplemental services for the needy,
whose interest was often underrepresented in the state and
local policy-making process. To support the intent of
redistribution, these programs came to rely increasingly on
regulatory direction from federal agencies, which sought
administrative compliance from local and state agencies
(Caboni & Adisu, 2004; Peterson, 2005; Rader, 2005; Wong &
Nicotera, 2004). When federal direction arrived at the
state level, regulations multiplied. This increased
involvement of the Federal Government and the proliferation
of programs led the Reagan administration to seek out
strategies geared to a more efficient federal role in the
1980's (Wong & Nicotera, 2004). This in part was why Reagan
introduced his "New Federalism" Program, proposing a
functional "swap". This swap shifted all the educational
functions to the states except federal assumption of public
welfare assistance (Barfield, 1981). Second was the
proposed plan to dismantle the U.S. Department of
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Education, create school choice for Title I parents, and
finance tuition tax credits for parents of non-public
schools. Third, efforts were made to streamline the
administration of federal grants. Equity and efficiency
were supported by competing powerful interests in the early
1980's. There was still strong support for equity oriented
programs. However, the Reagan Administration, elected at a
time of growing taxpayer dissatisfaction with governmental
performance, clearly wanted to reduce the supply of
federally funded services (Wong & Nicotera, 2004). During
this time the National Commission on Excellence in
Education (NCEE), which was created in August of 1981,
argued that higher academic standards need to be attained
in public schools and institutions of higher learning
(Caboni & Adisu, 2004; Wong & Nicotera, 2004). The NCEE was
created with the responsibility of presenting a report on
the quality of education in the United States. In April of
1983, the report A Nation at Risk (NAR) was released. NAR
had an immediate and direct influence on the nation's
educational reform agenda. There were other reports such as
Twentieth Century Fund Task Force on Federal Elementary and
Secondary Education Policy and the Task Force on Education
and Economic Growth. However, A Nation at Risk was by far

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

24

the most sweeping in its impact on the nation. The report
made recommendations in three areas: a) curriculum, b)
remediation, and (c) teaching. The NAR found that students
were leaving high school without having taken the basic
coursework necessary to pursue a college degree. The report
found that a number of high school students were enrolling
in "general tracks" rather than in more rigorous "college
preparatory" curriculum (Caboni & Adisa, 2004).
There was a call for colleges and universities to test
students to determine which of them were in need of
remedial education before pursuing college-level
coursework. It was suggested that students be tested to
certify credentials, identify remediation needs, and locate
those students who would benefit from advanced or
accelerated study (NCEE, 1983) .
The NCEE focused on teaching at all levels of K-12
education. The focus was primarily on the academic
qualifications of those individuals choosing teaching as a
career and the scope and quality of teacher education at
the nation's professional schools of education.

The report

stated, "Too many teachers are being drawn from the bottom
quarter of graduating high school and college students"
(NCEE, 1983, p.3). To encourage a more qualified group of
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students to enter the teaching profession, the NCEE
suggested that incentives should be made available to
students considering entering the teaching profession to
attract those most able, especially in areas where there
were shortages. Two possible incentives recommended
included grants and loans for highly qualified students
(NCEE, 1983). The NCEE also devoted attention to the
curriculum in which teachers were enrolled during college.
There was focus on the lack of time spent mastering the
subject area in which teachers would deliver instruction.
The report stated that, "The teacher preparation curriculum
weighted heavily with courses in 'educational methods' at
the expense of courses in subjects to be taught" (NCEE,
1983, p.3). The report further called for colleges and
universities to be accountable for the quality of the
teachers they prepared.
NCEE examined the relationship between the intensity
and quality of students' high school curriculum and their
completion of a college bachelors degree. Adelman (1999)
suggests the high school curriculum is often the strongest
prediction of bachelors degree completion.
There is still no agreement on school district
requirements for graduation. Those requirements are
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frequently less than those required by colleges and
universities for entry (The Education Trust, 1999). Many
states list the minimum required courses within content
areas for students to receive a diploma, but there is no
consensus between K-12 and post-secondary education on the
courses students should take in high school (National
Association of System Heads, 2002). In some states there is
agreement on the number of courses that should be taken
within each area, but not on the topics of these courses.
At the core of A Nation at Risk was the development of
accountability systems. Increased competition for state
funding dollars called for evidence of higher levels of
student achievement in schools. In the years prior to NAR,
Title I policy did not require states, districts, and
schools to adopt rigorous evaluation standards in assessing
student performance (Borman, 2003; Wong & Nicotera, 2004).
In their synthesis of Title I evaluation between 1966 and
1993, Borman and D'Agostino (2001) found that only 17 of
the more than 150 evaluation studies provided detailed data
on student achievement. Of the 17 evidence-based studies,
only 1 provided test results that were associated with
Title I program practices.
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The principal policy legacy of NAR was to accelerate a
paradigm shift from measuring American education success by
resources received to results achieved (Guthrie & Springer,
2004). Studies like A Nation at Risk made governors and
legislators aware of low achievement levels in the schools.
Also, since 1983 the U.S. economy had become much more
skills-based, making it more important that everyone have a
good education. Finally, legislators have gone out of their
way to finance education, and they want to see some return
in improved achievement levels (Hammer, 2003).
A Nation at Risk also created the term "at risk" which
has become a part of educational and professional language.
It is commonly applied to students who are in danger of
failing in the regular school program. Having identified
such a group, and because the term has such high
visibility, schools have been scurrying around trying to
develop special programs for students so classified
(Lounsbury, 1996).
NO CHILD LEFT BEHIND
The No Child Left Behind law (NCLB) is a
reauthorization by congress of the 1965 Elementary and
Secondary Education Act (ESEA). This new statute is a
reenactment of a historic piece of the "War on Poverty"
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legislation sponsored by President Lyndon B. Johnson.
President Johnson deeply believed that household poverty
prevented many American children from participating fully
in the nation's riches, and that a principal instrument for
overcoming this deficit was to enable poor children to
engage successfully in the education system (Guthrie &
Springer, 2004).
NCLB is built on the 1988 and 1994 ESEA legislation.
.Increased emphasis is placed on the recommendations of NAR
(Wong & Nicotera, 2004). The primary focus of NCLB is to
improve the academic achievement of all students by
enhancing state systems of accountability, requiring
clearly defined statewide standards for academic
proficiency, mandating teacher and para professional
quality standards, and enacting annual testing in third
grade through eighth grade with results disaggregated by
sub group (i.e. gender, race, disability, English-language
status). NCLB also allows for supplemental services and
school transfers for students in schools identified as low
performing. An overview of the law includes:

(a) improving

the academic achievement of the disadvantaged,

(b)

preparing, training, and recruiting high quality teachers
and principals,

(c) language instruction for limited
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English proficient and immigrant students,
schools,

(d) 21st century

(f) promoting informed parental choice and

innovative programs,

(g) flexibility and accountability (h)

Indian, Native Hawaiian and Alaskan Native education,
impact aid program,

(j) general provisions,

(i)

(k) repeals,

redesignations, and amendment to other statutes.
The impetus behind NCLB was apparent during the 2000
presidential campaign; both candidates promised aggressive
action on education.

Texas Governor George W. Bush

promoted as a national model his state's strong and
relatively successful standards-based accountability
program, leavened with charter schools and other elements
of school choice. Vice-President A1 Gore sounded remarkably
similar when he said, "Every state and every school
district should be required to identify failing students,

.

and work to turn them around with strict accountability for
results, and strong incentives for success.

And if these

failing schools don't improve quickly, they should be shut
down fairly fast and, when needed, reopened under a new
principal." Gore also favored limited forms of school
choice - as had Bill Clinton (Finn & Hess, 2004).
The NCLB Act passed through the federal government
with high approval. Although proposed by Republican
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President George W. Bush, it won wide bipartisan support
and was enacted in the Senate by a vote of 87 to 10 and in
the House by 381 to 41. This was a clear mandate that
individual states found difficult to oppose (Guthrie &
Springer, 2004) .
NCLB controls the power of the purse strings in that
it distributes billions in federal dollars to states, an
amount sufficient to ensure that no state will willingly
forfeit such resources. To gain funding, states must comply
with the Act's provisions. The Act has many pages listing
requirements; however, key to satisfying it are the
accountability provisions. By 2014, states must display
sufficient improvement to ensure students are performing at
high levels of proficiency on achievement tests and that
schools are closing achievement gaps between advantaged and
disadvantaged students (Graner, 2004; Karp, 2005; Lewis &
Pett, 2005). If a school fails to comply with the Act's
requirements and to make Adequate Yearly Progress (AYP)
toward prescribed goals, formidable consequences are
triggered. These consequences can include permitting
parents of persistently low-performing schools to claim
public resources and to opt for the placement of their
children at other instructional institutions, including
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private schools. As more schools fail to make their NCLBmandated AYP goals, the demand increases for supplemental
education services, such as tutoring, summer school, or,
most often, instruction after the end of the regular school
day (Guthrie & Springer, 2004; Peterson, 2005).
To have success in making AYP, schools must establish
clear goals for student-learning. They must measure whether
students are reaching these goals. Finally, they must
commit to making improvements in schools that are not
raising student achievement. The basic measure of student
achievement under AYP is performance on reading and math
assessments. Each state sets increasing achievement goals
on these assessments, with the ultimate goal being that all
students will meet the state's standard for "proficient" by
2014 (Popham, 2004; Bracey, 2004). If a school's
achievement is at or above the state goal in a given year,
it is designated as making AYP. If achievement is below the
goal for two consecutive years, the school is designated as
"in need of improvement".
To calculate the AYP formula, states first rank all
schools according to the overall percentage of students
meeting proficiency on the state assessment - from the
highest-achieving to the lowest. Then, starting with the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

32

school at the bottom of the list, they move up, adding the
numbers of students in each school along the way, until
they have counted 20 percent of the state's student
enrollment. The performance of students in the last school
counted becomes the initial AYP target (Wiener & Hill,
2004).
Due to AYP, the stakes have been raised markedly. The
number of schools identified after failing to make AYP for
two consecutive years rose from about 10,400 during 20042005 to about 11,200 in 2005-2006. About 10,500 schools are
actually subject to at least some of the federal law's
prescriptions and sanctions. About 10,000 Title I schools
must offer students the option of attending another school
in their district that made AYP, and about 7,500 of those
schools must also offer supplemental educational services
to low-income students. That is more than twice the number
that had to offer SES (Supplemental Educational Services)
during 2004-2005. The number of schools in "corrective
action" and "restructuring" rose from about .2,300 to about
3,100 (Education U.S.A., 2006).
Achievement and the Achievement Gap
With the passage of the federal No Child Left Behind
Act, Congress fundamentally redefined what it means to be a
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successful school. From thdt point on, schools would be
judged not only on their average standardized test scores,
but also on their ability to improve achievement among all
groups of students (Haycock & Jerald, 2002; The Journal,
2005). In the last two decades states and school districts
have been required to report student achievement
disaggregated by student categories. This reporting has
highlighted the difference in student achievement, thereby
making evident the failure of the schools to educate every
child (Finn & Hess, 2004; Graner, 2004; Lewis, 2000; Lewis
& Pett, 2005; The Journal, 2005).
Achievement is usually defined in terms of a
particular type of learning outcome, specifically
performance on tests and grades achieved in courses taken
(Romney, 2003). In this sense, achievement is often viewed
as being interchangeable with learning.

School-related

achievement is associated with what students have learned
in school.

Achievement tests measure a person's knowledge

or proficiency in something that can be learned or taught.
Thus, achievement tests have historically been regarded by
almost everyone as satisfactory measurements of what kids
have learned in school, and when most people think about
achievement gaps, they are referring to differences,
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stemming from what students have learned.

When educators

and the public set out to determine whether various student
groups have been taught equally well, many look at the
achievement test scores earned by those students (Popham,
2004).
The federal government's involvement in student
achievement has been discussed previously in this paper.
It is essential to note that there have been significant
historical events that have played a vital role in terms of
progress made toward improving student achievement.
The Plessy v. Ferguson (1896) U.S. Supreme Court
ruling to uphold the doctrine of "separate but equal"
initially involved a conflict over passenger accommodations
on a railroad train.

However, the long term implications

spread to state laws governing schools and other types of
public accommodations in the South where the majority of
African Americans lived (Ferguson & Metha, 2004). Half a
century later the doctrine of separate but equal still
dominated the South. The question being litigated was
whether enforced segregation in public schools deprived
black children of equal protection under the U.S.
Constitution.
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On May 17, 1954, Chief Justice Earl Warren issued the
court's decision in the cases subsumed into Brown v. Board
of Education. The court's opinion granted that it might be
possible with segregation to achieve equality of "tangible
factors" - things that money can buy - but the court
rejected the idea that separate could be equal or that laws
maintaining segregation could provide equal protection
under the Constitution. The intent of the 14th Amendment was
to enforce equality of the two races before the law.
Social scientists of the time wrote about the harm
that segregation was doing to black children. Psychologist
Kenneth Clark wrote that: "To separate them [black
children] from others of similar age and qualifications
solely because of their race generates a feeling of
inferiority as to their status in the community that may
affect their hearts and minds in a way unlikely ever to be
undone".

(Ferguson & Metha, 2004). The Brown decision

(1954) struck down the doctrine of separate but equal.
Most of the school integration that happened in the
South took place after the Civil Rights Act of 1964 and
after court orders took effect in the late 1960's and early
1970's. Evidence regarding the impact of desegregation on
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achievement and other outcomes is mixed (Ferguson & Metha,
2004; Lee, 2002; Singham, 2003).
A number of studies in the 1960's and 1970's evaluated
the effects of the desegregation orders on achievement.
Reviews of this literature have pooled estimates from
multiple studies to reach summary conclusions. They suggest
the following: 1) white students' achievement is unaffected
by desegregation; 2) desegregation does not lead to an
increase in black students' mathematics achievement; 3)
desegregation does not tend to raise black students'
reading scores, but by relatively small amounts (between
.06 and .26 standard deviations); and 4) gains are likely
to be the greatest among the youngest children (Cook, 1984;
Schofield, 1995).
After the mid-1970's, forced integration was no longer
the standard judicial remedy for desegregation, and
desegregation cases, especially in the North, came to
resemble the cases dealing with equity in school finance
(Ferguson & Metha, 2004). The achievement gap between and
among races has been a mystery. There is nothing inherent
which would make for one race doing better in achievement
than the other. There are no genetic factors which would
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make for differences in achievement (Ediger, 2004; Singham,
2003) .
Murray and Hernstein (1994), authors of The Bell
Curver argue that genetics play a role in intelligence,
mainly through factoring the intelligence quotient. Their
research focused on the 15-point difference in average IQ
scores between blacks and whites. The authors essentially
concluded that the educational disparity is a fact of
nature, the result of long-term evolutionary selectivity
that has resulted in blacks simply not having the genetic
raw material to compete equally with whites. The authors
argued that instead of well-meaning heroic, but ultimately
futile efforts to solve an inherently insoluble problem,
the best thing to do is accept the situation as a fact of
life and then determine how to minimize its adverse social
consequences (Singham, 2005).
Of the achievement research that does consider factors
in addition to race or ethnicity, much of it involves such
home-based variables as socioeconomic status, home
language, and parent involvement or such school based
variables as school segregation and teacher quality.
However, the findings are far from conclusive (Ramirez &
Carpenter, 2005). Although it is true that low income and
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skin color do not directly influence academic achievement,
the collection of characteristics that define social-class
differences inevitably does influence that achievement
(Barton, 2004; Cooke, 2002; Haycock & Jerald, 2002; Lee,
2002; Oberman & Symonds, 2005; Rothstein, 2005; Taylor,
2005).
A great deal of responsibility has been placed on the
schools to improve the achievement levels of students.
However, to say that schools are the primary cause of and
must be the primary cure for the achievement gap is deeply
flawed. It exaggerates the influence of schooling and
underestimates the impact of the major contributors to the
achievement gap, which occur outside the school (Evans,
2005). Coleman (1969) offered evidence that schooling had
relatively little effect on the ultimate equality of
students' life outcomes, that parent's involvement in their
children's lives affected achievement and eventual success
much more powerfully. Jencks (1972) through a re-analysis
of Coleman's research confirmed that the school's influence
on achievement was "marginal", that children were indeed
affected far more by what happens at home, and also
perhaps, by what happens on the streets and by what they
see on television. A school's output Jencks and his
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colleagues found depends almost entirely on "the
characteristics of the entering children. Everything else the school budget, its policies, the characteristics of the
teachers - is either secondary or completely irrelevant".
Another group of researchers including Herb Kohl, Neil
Postman, Paolo Freire, Sylvia Ashton-Warner, and, joining
years later, Jonathan Kozol, began to expose the
shortcomings of urban public schools and of traditional
approaches to teaching. Chief among these researchers was
Ron Edmonds who founded the effective schools
movement(Evans, 2005). Edmonds (1979) insisted that
schooling could be powerfully influential in students'
lives and that the failures of poor and minority students
were really failures of educators. This became the basis of
later research into what came to be called efficacy. Simply,
stated learning typically improves when teachers have high
expectations for students and provide them with high levels
of support. Despite the arguments of Coleman and Jencks,
much of the responsibility for the success or failure of
students has been placed upon the schools. The NCLB
legislation assigns almost full responsibility for closing
the achievement gap to the schools (Evans, 2005).
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Data compiled by the National Assessment of
Educational Progress (NAEP) over the past 25 years shows
that some progress was made in

closing the achievement

Between 1970 and 1988, the gap

between the NAEP reading

gap.

scores of black students and those of white students was
cut in half; the math score gap was cut by onethird (Borman, 2003; Lee, 2002; Lewis, 2000; Romney, 2003).
Although the reasons are debatable, Grissmer (1998) and his
colleagues asserted that Title I and the other social and
education programs that were first introduced during the
"War on Poverty" in the mid-1960's had an impact.
Title I and Head Start
Around the same time the Civil Rights Act of 1964 set
the wheels in motion to enforce desegregation orders, the
War on Poverty introduced the federal Head Start program in
order to give children from disadvantaged homes a "head
start" on school success (Ferguson & Metha, 2004). In
addition, Title I of the Elementary and Secondary Education
Act (ESEA) of 1965 was intended to supplement academic
resources for low income children who needed extra support
in the early grades. Head Start and Title I were not
explicitly race targeted, but a major motivation among
their supporters was to reduce racial inequalities. Over
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the years, recipients of services have included large
numbers of poor minority students (Borman, 2003; Ferguson &
Metha, 2004).
The early years of Title I during the late 1960's,
were marked by poor implementation and large-scale
violations in the operation of the program. The program was
not effective in closing the gap because it was not
implemented as the U.S. Congress had intended. As the
regulations and knowledge base for implementing effective
Title I programs came into focus during the 1970's and
1980's, the intended recipients of the program's services,
largely low-income and African American students, began to
show clear benefits (Borman, 2003).
Findings on the effectiveness of Head Start are
somewhat more positive than those for Title I.
Specifically, most studies find that Head Start improves
school readiness, as measured by achievement test scores
(Oden, et al., 2000). However, most also find that the
initial advantage fades over the elementary years so that
achievement scores of Head Start graduates eventually
resemble those of non-participants from similar
backgrounds. The most likely reason for this fade-out is
that Head Start graduates attend inferior schools that fail
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to motivate them sufficiently and do not build optimally on
the skills they bring (Campbell & Frey, 1979). There is
evidence, although minimal, that with favorable conditions,
fade-out is not inevitable.

For example, preschool

programs, including Head Start, have sometimes shown
sustained benefits (including but not limited to test
scores) all the way into adulthood (Oden & Weikart, 1992).
Increasing the long-term sustainability of the gains
children make in Head Start almost certainly depends on
improving the primary and secondary schools
that Head Start graduates attend, including those assisted
by Title I (Borman, 2003).
While the federal government was introducing Head
Start and Title I in the mid-1960's, local school districts
were continuing a century-old trend toward reducing class
sizes for children from all backgrounds. Historically,
classes have been larger in schools that blacks have
attended (Coleman et al.1992). However, class size
reductions have been larger for blacks than for whites. By
1990, the national pupil/teacher ratio for all races and
ethnicities in elementary school classrooms was only 70% of
what it was in 1965 (18.9 pupils per teacher in 1990 versus
27.6 in 1965), and there was no clear remaining difference
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among racial groups (Boozer & Rouse, 1995). Most of the
reduction that took place after 1965 was complete by 1980
(Digest of Education Statistics, 2000). One of the most
highly touted education policies of the Clinton years was a
major class-size reduction initiative that distributed $1.3
billion to help school districts recruit, hire, and train
new teachers for the 2000-2001 school year. In December
2000, Congress appropriated an additional $1.6 billion to
cover the class-size initiative during the 2001-2002 school
year (Ferguson & Metha, 2004).
Supplemental Educational Services
Schools have offered numerous programs to help
students raise their level of achievement and catch up to
top-achieving students. There is a body of research that
continues to be explored regarding the effectiveness of
these programs. Given the right set of circumstances the
following practices have proven to raise the achievement
level of some students:

1) summer school; 2) tutoring

services; 3) a longer school day; 4) a longer school year;
and 5) one-on-one tutoring during the school day, such as
in Reading Recovery. In general, many researchers would
agree that providing extra time and support for students
who need it is beneficial (Borman, 2003; Dufour et al,
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2004; Ediger, 2004; Haycock & Jerald, 2002; Hixon &
Tinzmann, 1990; Mathis, 2005; Peterson, 2005; Rothstein,
2005).
Educators faced with the challenge of improving
student achievement encounter the grim reality that there
are simply not enough hours in the school day.

Miller and

Snow (2004) suggest that one way to meet this deficit is
through out-of-school time or OST programs.
As the name implies, out-of-school time programs are
targeted for the hours that school age children are not in
school. The most common OST formats are after-school,
summer school and Saturday school programs. This researcher
will examine the impact of four of these supplemental
educational programs: before school programs, after school
programs, Saturday school and the Alternative Education
Movement.
Before School Programs
A search of Before School Programs on multiple
databases yielded limited sources. Much of the research
resulted in extended day and after school programs.
Extended day programs are more broadly defined as opposed
to out-of-school programs. These programs take a variety of
forms which include: 1) before and after school programs;
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2) extended day kindergarten; 3) Saturday school; 4) summer
school; and 5) intercession programs. Extended day programs
do not include the incorporation of extended time during
the school day, such as extra help during recess, lunch or
free periods (Dodd & Wise, 2002) . Based on this definition,
the literature on before school programs is limited to
programs that promote healthy nutrition by encouraging
students to eat breakfast (Boujie, Smith & Janicke, 1999;
Mouser & Worley, 2003).
Other programs are focused on encouraging students to
make use of the school services during mornings such as the
library, computer lab or meetings involving club-sponsored
activities.
After School Programs
After school programs have grown in the United States
as a result of several societal factors. The shift in
employment patterns has resulted in many young people being
home alone for long periods of time in the late afternoon.
The U.S. Department of Education estimates that 8 to 15
million young people (including secondary students) and 35%
of 12 year olds come home to an empty house in an empty
neighborhood (Kugler, 2001).
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Due to the nature of society and parents' concern for
their child's safety, children that are home alone tend to
not be allowed out of the house or allowed to answer the
door. Telephone use is limited but television watching is
unlimited. As the number of parents who work increases,
whether it be both parents or single parents, so does the
number of children left without adult contact or
supervision after school (Brown, 2001).
There is national concern regarding the number of
students who are left home alone. The U.S. Department of
Justice (1999) reported the peak time for juvenile crime is
between 3:00 - 7:00 p.m.

(Cosden & Morrison, 2004; Kugler,

2001; Pardini, 2001; Rossi, 1994)
Many of these children are bored, and, as a result of
this situation, some students become involved in high-risk
behaviors that could result in injury to themselves as well
as to others. After school programs provide students safe
places to be, positive relationships with other students
and adults, and opportunities for active learning beyond
the classroom (Kugler, 2001). By providing them with good
after school learning and recreation activities, schools
help give them [students] the structure and guidance they
need (Brown, 2001) .
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The development of educational standards and the
requirements of NCLB for schools to make AYP create the
need for schools to provide extra time and additional
learning opportunities for those students who have
difficulty meeting academic expectations. Many schools have
found that some (students) need more time or different
approaches to learning. Nine in ten registered voters agree
that there should be some type of organized activity or
place for children to go after school each day. Three in
four say that after school programs are an absolute
necessity in the communities (Rinehart, 2003). Kugler
(2001) states that the achievement gap is an artifact of
students' limited experiences, poorly funded schools, and
struggling families, and is not the inevitable result of
low potential. This has made closing the achievement gap a
critical issue. Extended-day programs provide the extra
learning opportunities needed to help close that gap
(Education USA, 2006; What Works in Teaching and Learning,
2006).
Historically, meeting the needs of low-income children
has been a primary reason for the development of OST
programs, particularly after school programs (Snow, 2004).
The push to "even the odds" for the nation's low-income
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children began to pick up momentum in the 1960's. During
his 1964 Presidential campaign, Lyndon Johnson spoke of an
America "where no child will go unfed and no youngster will
go unschooled". Title I of the original Elementary and
Secondary Education Act was created in part because of data
indicating that low-income children are at risk for
academic failure. It became evident that low-income
children were in need of additional educational time to
supplement what they experienced during regular school
hours (Cooper et al., 2000; Borman & D'Agostino, 1996).
A number of after school programs are designed to
provide homework assistance for students. Ten studies
conducted by Cosden, Morrison, Albanese and Macias (2001)
focused on after school programs that were designed to help
children considered at-risk for school failure. They foundthat each program provides children with structure and
adult contact. The full impact of these programs on the
students' academic performance appeared to be mediated by
other child and teacher perceptions regarding the effort
and capabilities of the student. Beck (1999) and Halpern
(1992) conducted qualitative studies of large, urban after
school programs and reported that the factors integral to
the program's success were the provision of a structured
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time and location for doing homework and instructional
support.

Beck further commented that academic outcomes of

this program were mediated by changes in the student's
self-confidence as well as changes in teacher perceptions
of the student's effort. Halpern's study of an after school
homework assistance program for children 5-12 years old
found that participation in the program gave students
greater confidence in their abilities and provided an
opportunity to develop positive, school-related, adult
attachments. These two studies suggest that homework
completion can affect students' perceptions of themselves
and teachers' expectations of students in meaningful ways.
Ross, Saavedra, Shur, Winters and Felner (1992) conducted a
study of 400 elementary school children in several after
school programs. They also concluded that participation inan after school program designed to build self-esteem had
positive effects on standardized test scores in math and
reading, while receiving extended school time to complete
homework did not have the same positive effects on self
esteem or achievement.
These findings provide strong support to the idea that
after school academic support does the greatest good when
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it enhances the students' perceptions that they can be
successful at school (Cosden et al., 2004).
A number of after school studies have found that after
school academic tutoring or homework assistance may not
result in an improvement in academic performance, but
rather prevent a decline in performance that is evidenced
by many at-risk youth (Morrison et al.,2000; Tucker et
al.1995).
Morrison et al. (2000) studied 350 at-risk students.
Half of these students participated in an after school
program that provided homework assistance, tutoring and
cultural enrichment activities. They found after one year
that students in the program maintained their initial
levels of school bonding and teacher ratings of student
behavior, while a matched cohort of students who did not
participate in the program showed decreases on these
measures over the same period of time. Tucker et al(1995)
evaluated an after school tutoring program serving lowincome African-American students. After two years,
participants did not show significant increases in grades,
but students who were not in the program showed a
significant grade decrease. These studies indicate that
after school academic support may play a protective role by
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helping to prevent a loss of school engagement even if it
doesn't result in higher levels of functioning (Cosden et
al.2004).
After school homework programs appear to benefit
children who are at risk for failure. However, there are
other considerations such as extracurricular activities.
These activities may not be available if students are
attending homework programs.
Studies have shown that involvement in extracurricular
activities is associated with school engagement and
achievement (Cooper, Valentine, Nye & Lindsey, 1999;
Gerber, 1996; Jordan, 2000; Mahoney & Cairns, 1997). These
studies go on to conclude that students who are engaged in
extracurricular activities are less likely to dropout and
more likely to have higher academic achievement. Students
at-risk for school failure appear to benefit even more from
participation in extracurricular activities than do
children who are normal achievers (Gerber, 1996). Most
researchers believe that involvement in extracurricular
activities has an indirect impact on achievement by
increasing connectedness to the school and by helping to
build student strengths thereby increasing self-esteem and
positive social networks (Cosden et al.2004). There should

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

52

be a balance between after school homework centers and nonacademic extracurricular activities because these
activities may also promote student engagement with school.
Parental involvement is a key concern with after
school programs. Making sure students are in attendance and
understanding the program's goals are critical to student
success. The after school program is designed to involve
parent support - not reduce it. Studies show that parental
involvement in homework is important, not just because it
provides immediate assistance to students, but because this
involvement models positive attitudes and study skills
needed to succeed in school (Hoover-Dempsey et al. 2001).
Parents make particularly strong models because children
see their parents as both competent and similar to them
(Cosden et al. 2004). Shumow and Miller (2001) found that

•

parents who were high school graduates were more likely
than parents who were not graduates to help their children
with homework.
A number of studies of extended day [after school]
activities have found that these programs positively affect
the achievement of participating low-achieving students,
who received more passing grades, higher grades and/or
better test scores (Dodd & Wise, 2002). One study found

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

53

that achievement gains were made in the Optional Extended
Year Program in Austin, Texas, which provides hands-on
activities, cooperative learning, Project Read and Reading
Recovery-based lessons. Students in grades 3 through 8
showed measurable gains in their reading scores both in the
classroom and on the Texas Assessment of Academic Skills
(Washington, 1998). Maclver (1991) found that providing
content and instructional pace adaptations to accommodate
the students' learning style of learning during the
extended learning time in one-on-one or one-on-two tutorial
sessions can cause a rise in student achievement scores.
Saturday School
A search of Saturday School Programs from 1950-2004,
when entered in to the Wilson Web database yielded 1,672
sources. Upon review of a few of these articles, this
researcher found some interesting programs. In 2001,
Claremont, California implemented a K-3 reading program on
Saturday mornings. This program was mandated by the state.
The alternative was the loss of state accreditation. It was
a four-hour program. It proved to be successful beyond the
goal of meeting state accreditation and thus was continued
(Thicksten, 2001) .
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Numerous Saturday programs were found that address
High Ability Learners, which is often referred to as the
Gifted Program. Several states have implemented Super
Saturday Programs. Colorado Springs and the University of
Purdue in Indiana offer such a Saturday program.
In the midst of raging controversies on inclusion,
ability grouping, and acceleration of gifted children, the
Super Saturday Program, sponsored by Purdue University's
Gifted Education Resource Institute (GERI), has been
striving to help meet the needs of gifted and talented
students in the area surrounding West Lafayette, IN, for
more than eighteen years. The program has grown over the
years and has become a model for other enrichment programs
around the country (Feldhusen and Wood, 1996).
Feldhusen (1990) listed specific needs of the gifted
that are frequently missing in the regular classroom:
Challenging instructional activities to
facilitate intellectual growth.
•

Opportunities to learn new material at a faster
pace than is typical in the regular classroom.

•

Access to diverse topics, disciplines, and

content that is not ordinarily taught.
•

Opportunities for in-depth research,
exploratory, investigations, and creative
synthesizing of ideas.
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The list above is just a few of the items that
Feldhusen argued pullout programs do not fully address. The
Super Saturday Program organized in 1979 is designed to
include opportunities for gifted youth to study in areas of
interest, to work with expert teachers, to work with
intellectual peers of similar talents and interests, and to
have access to all the facilities of a large university
(Feldhusen & Koopmans-Dayton, 1987). Previous evaluations
of the Super Saturday Program (Feldhusen & Hansen, 1998;
Feldhusen & Koopmans-Dayton,1987); Feldhusen & Wyman, 1980;
Feldhusen & Ruckman, 1998; Feldhusen & Sokol, 1982) have
concluded that the Super Saturday Program can be very
beneficial in meeting the needs of gifted children.
In Mesa, Arizona, the "Make A Difference Volunteer
Program" was created to teach people with disabilities how ■
to look beyond their own needs (Weber, 1998). It provides
them the opportunity to see the needs of others and
demonstrate to the community that people with disabilities
are just like everyone else - capable, loving,
compassionate, and hard-working. Jacquie Duranti, the
program's creator, is no stranger to volunteerism. In
addition to her job with the city park and recreation
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program, she is an integral part of the Special Olympics
Program.
Although nearly all activities include a short social
time either at the start or afterwards, participation in
this program is a major commitment of time and energy. All
the activities are scheduled to last four-an-a-half to six
hours on a Saturday when most teens would rather be out
with their friends. In addition, the activities typically
involve a good amount of physical work. This includes such
tasks as painting and cleaning houses (Weber, 1998). .
The KIPP (Knowledge Is Power Program) was created in
1994 by fifth-grade teachers Michael Feinberg and David
Levin. The two teachers mobilized this effort after
watching students' academic performance wane once they
entered large and over-crowded middle schools. They started
an extended-day and year program for 50 fifth-graders in
inner-city Houston. KIPP students got noticed when they
quickly made higher-than-average academic gains each year
(Choi, 2003). The movement has become a nationwide network
of fifteen middle schools, with another nineteen opening.
Targeting low-income areas where the public schools are sub
par, KIPP schools place education at the center of
students' lives - 7:30 a.m. to 5:00 p.m., five days a week,
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plus four hours every other Saturday as well as an extra
month over the summer.

(Funding comes from government as

well as private sources.) Parents or other guardians, along
with students and teachers, must sign a "commitment to
excellence", pledging to put school - which can include up
to two hours of homework every night - above all else.
"Three-quarters of the kids didn't want to come here", says
Principal Tracy McDaniel. She adds, "Who wants to go to
school longer?" Yet, most kids flourish. "The teachers are
hard, but they care", says student, Walter Henderson, II.
"It makes us want to do our best".
At the two original KIPP academies in Houston and the
Bronx, both which opened in 1995, students beat national
averages on standardized tests.

Start-ups like KIPP Reach,

in one of Oklahoma City's poorest neighborhoods, still have
to prove themselves, however. KIPP co-founder Mike
Feinberg, 34, who hatched his version with fellow Teach for
America alum David Leven, 33, say the key is teachers "with
fire in their belly" chosen for their extraordinary
dedication. Many experts agree that "KIPP schools use their
time well", says Dr. Darvin Winick, senior fellow at the
University of Texas, Austin, and chairman of the National
Assessment Governing Board in Washington, D.C. He adds,
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"Teachers begin talking serious about a student's future
from the fifth grade, so children learn what they can do
and what they're expected to do early on" (People Weekly,
2002) .

An Indiana study revealed that school discipline
addressed through Saturday School, Alternative Schools and
•Out-of School Suspensions are the most effective discipline
methods (Killion, 1998) . The, study found detentions to be
the least effective. The study also found that lack of
parental involvement and tardiness are the most frequent
discipline concerns and problems, which are more intense in
large schools versus smaller schools (Killion, 1998).
Alternative Education Programs
Alternative schools are increasing in number across
the United States. They have existed for several decades.
Few research findings can be found that can document their
effectiveness. Even fewer studies exist that reference the
experiences of students with disabilities within these
educational settings (Ahearn, 2004).
Many students, who for one reason or another, are not
succeeding in regular public schools are being sent to
alternative placements. In general, students are referred
to alternative schools and programs if they are at-risk of
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educational failure as indicated by poor grades, truancy,
disruptive behavior, suspension, pregnancy, or similar
factors associated with early withdrawal from school
(Babbage, 1999; Paglin & Fager, 1997). There is no one
single commonly accepted definition of what constitutes
alternative schools and programs (Lange & Sletten, 2002).
The U.S. Department of education defines an alternative
education school as ". . .a public elementary/secondary
school that addresses the needs of students which typically
cannot be met in a regular school and provides
nontraditional education which is not categorized solely as
regular education, special education, vocational education,
gifted and talented or magnet school programs".

(U.S.

Department of Education, 2002, p.55).
The first schools to be known as alternatives emerged ■
in the 1960's, initially in the private sector and
eventually in the public. They appeared in all sorts of
communities, but more often appeared in urban and suburban
areas than in rural. The focus of the urban alternatives
was aimed largely at making school work for populations not
succeeding there - minority youngsters and the poor. The
early suburban alternatives, on the other hand, became
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innovative programs seeking to invent and pursue new ways
to educate (Raywid, 1998).
Early alternative programs were highly effective
because they were adopted to serve all sorts of purposes,
including juvenile crime and delinquency, vandalism and
violence prevention, dropout prevention and heightened
school effectiveness (Raywid, 1998).
The focus of alternatives can be divided into three
categories of change: the student, the school and the
educational system.
The alternative schools were seen as the last chance
for students to turn things around. Some of these schools
were punitive while others were highly structured. Some
fashioned themselves as therapeutic communities oriented
toward intensive academic remediation, socio-emotional
support, or both. Changing the school meant attempting to
reinvent the school to provide different experiences for
students. Central Park East Secondary School in East Harlem
is a prime example of this. They have a nontraditional
curriculum (based on Sizer's "less is more" principle); a
heavily, inquiry-oriented instructional approach; a novel
evaluation system (featuring exhibitions and portfolios on
a distinctive list of topics); and a different school
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organization (with a teacher director presiding over an
empowered faculty of generalists that does not include the
usual array and special area teachers and administrators).
The school-within-schools movement in which large
schools are broken down into smaller units is a true test
to see if small schools can survive in large systems and
bring about intervention. The small schools and the
innovative alternative schools share essentially the same
characteristics (Raywid, 1998).
Kleiner, Porch and Farris (2002) estimate that there
were 10,900 public alternative schools and programs for atrisk students in the United States in 2000-2001. Results
from this survey also indicate that about 12 percent of all
students in alternative schools and programs for at-risk
students were receiving special education services and had
individualized education programs (IEP's). There are
questions regarding how these students are being served in
these settings.
Tutoring
The No Child Left Behind Law requires consistently
failing schools that serve mostly poor children to offer
their students a choice if they want it: a new school or
tutoring from private companies or other groups, paid for
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with federal money - typically more than $1,800 a child in
big cities (Savlny, 2006).
In January 2002, President Bush signed for the
reauthorization of the Elementary and Secondary Education
Act. In the past, schools would have been under no
obligation to use Title I federal poverty grants to pay for
outside tutoring (Gross, 2003; Jaworski, 2003; Peterson,
2005; Snell, 2004) .
Tutoring has a long and venerable curriculum history.
In fact, tutoring has been around longer than the common
school forms of education that we take for granted today
(Gordon, 2003; Osguthorpe & Scruggs, 1986). At the
beginning of the 20th century, public schooling took over
from tutoring as the standard means of acquiring literacy
in America (Gordon, 2003).
Tutoring in the past has been characterized as
outmoded and elitist. The cost for tutoring services was
limited to upper income families who could afford this
specialized service. As schools scramble to find ways to
improve student academic performance, tutoring is once
again emerging as a means to assist in this process (Cobb,
1998; Hendriksen et al., 2005; Sheets & Hurtado, 2001).
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There are five formats that can be described within a
comprehensive tutoring system: class-wide peer-tutoring,
cross-age, small-group, one-to-one, and home-based
arrangements. A brief description of each format follows.
Class-Wide Peer Tutoring
Class-wide peer tutoring (CWPT) involves dividing the
entire class into student pairs (tutor and tutee dyads) who
then engage reciprocally and simultaneously with
instructional content (Cooke et'al., 1983). This
intervention is well defined and has been thoroughly
studied' (Greenwood, Delquadri & Hall, 1999; Greenwood;
Arreaga-Mayer, Utley, Gavin & Terry, 2001).
The intervention itself requires a set of specific
program characteristics. CWPT students are chosen randomly
to form peer tutoring pairs. For one portion of the
instruction session, one member of each dyad serves as the
tutor, during another portion of the same session, the
roles are reversed. The programs studied allowed an extra
10 minutes for logistics, leaving them with 30-minute
sessions that met between two and five times each week. The
pairings were changed weekly, and careful records were
maintained (Snow, 2003). An important goal of CWPT is to
individualize the dyadic instruction so that members of the
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dyad, especially those who are low-achievers,
disadvantaged, or at-risk, receive useful instruction
within the context of the general education classroom
(Delquadri et al., 1986). Another goal is to increase the
number of active student response opportunities to academic
content (Greenwood, 1991; Heward, 1994), capitalizing on
research that has shown the effects of active student
response on student learning (Barbetta, Heron & Heward,
1993). CWPT students work with basic skills acquisition
(spelling, vocabulary, and basic math skills) while
competing with other groups for points that correspond to
academic growth. The programs studied generally reported
positive results.
Cross-Age Tutoring
Cross-age tutoring occurs when tutor-tutee dyads are
composed of pairs of students of unequal ages from
different grades (i.e. 14-year old students tutoring 8-year
old students or eighth graders tutoring second graders
(Heron, et al., 2003). Cross-age tutors are often recruited
from students within the same building or recruitment of
local college students or general education students
working with special needs students to improve an academic
skill (Heron, Guy, Heron, Villareal & Yao, 2002).
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Regardless of the configuration, studies have shown that
cross-age tutoring has been demonstrated to be an effective
tutoring format (Gumpel & Frank, 1999; Schrader & Valus,
1990; Madrid, et al., 1998).
Small Group Tutoring
In small-group tutoring, three procedural variations
are possible. First, during independent seatwork, a small
group of tutor-tutee dyads - a subset of the entire class convenes to practice individualized skills. In the second
variation, while the teacher conducts a lesson with an
instructional group, the rest of the class either rotates
through a tutoring session or engages with daily seatwork.
Finally, a small-group arrangement can be configured where
several students rotate as tutors for one student needing
additional assistance with a skill (Pilewskie, 1995; in
Heron, 2003) .
One-to-One Tutoring
In one-to-one tutoring, only select tutor-tutee dyads
participate. Students needing directive and remedial
assistance for example, are candidates for this
arrangement. One-to-one tutoring occurs in the general or
special education classroom, making it a viable option for
generalized settings (Heron, 2003) .
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Home-Based Tutoring
In the home-based tutoring format, parents (or
siblings) serve as tutors. Skill training involves using a
model-lead-test format to show parents how to manage the
system. The model-lead-test format proceeds as follows:
tutoring procedures are modeled to parents; subsequently,
parents are led through the procedures; finally parents
complete the procedures independently with feedback from
the trainer. Home-based tutoring programs have not been
widely studied, but existing data demonstrated that parents
can tutor their children effectively (Barbetta & Heron,
1991; Elksnin & Elksnin, 1991).
Tutoring as a Solution
There have been numerous studies, findings, and
research reports using one or more of these formats with
academic content. Effective tutoring systems have not been
used widely within specialized contexts such as art, music,
physical education, and health or for such specialized
skills as social skills (Heron et al. 2003).
This literature review will focus on research that
involves one-to-one tutoring. This final section will lay
the foundation for chapter 3 of this study.
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There has been much political rhetoric lauding
tutoring as the solution to America's social problems
(Rabow et al., 1999). In January 1997 President Bill
Clinton and the Secretary of Education created the America
Reads Challenge initiative in response to the growing
decline in reading scores. Testing showed that 40 percent
of the nation's fourth graders read below grade level and
these numbers were especially alarming for African American
(69 percent) and Latino American (64 percent) children
(National Assessment of Educational Progress, 1994). This
low level of achievement made the improvement of reading a
top priority in the national agenda. Federal Work Study
Programs operating in colleges and universities were
encouraged to recruit eligible work-study students to tutor
in elementary schools as part of their work-study credits. .
All college students who elected the America Reads
Challenge as their work study credit received training
prior to serving as reading tutors to children reading
below grade level. The San Francisco State University
America Reads tutorial program began in 1998. It is
recognized as one of the founding national models and has
trained approximately 180 tutors (Sheets & Hurtado, 2001).
Today over 1000 colleges and universities participate in
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the America Reads Challenge Program. In California (1998 1999) 9,323 college students from 68 institutions donated
over 1.6 million hours of reading help to children (Sheets
& Hurtado, 2001). These tutors are trained for one-to-one
tutoring of reading through a structured instructional
program that enhances their academic learning and
understanding of effective reading practices.
The purpose of the America Reads Tutor Program was to
examine:

(1) the impact of the experience on the tutor's

initial perceptions and subsequent changes (if any) of
teacher effectiveness, the teaching profession, and
schooling experiences of culturally and linguistically
diverse children from low-income families;

(2) the program

impact on tutor commitment to teaching as a career choice
after one year's experience as a reading tutor;

(3) whether

America Reads Challenge can serve as a teacher recruitment
tool. The findings from this study suggest that tutors in
the America Reads Challenge Program may provide a national
resource for teacher recruitment. The principal thrust of
the America Reads Challenge initiative is to establish
public support to closing children's literacy gap though
community volunteers and college students. The research
points out that the America Reads Challenge Program can be
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designed to successfully reduce the literacy gap and also
serve as a teacher recruitment tool (Cobb, 1998; Sheets &
Hurtado, 2001).
The America Reads Challenge, like many other programs,
focuses on the needs of at-risk students and the necessity
of early intervention programs to circumvent the cycle of
failure before a child reaches the intermediate grades
(Clay, 1979, 1985; Johnston & Allington, 1990). This
nonpartisan effort involves community volunteers in one-onone tutoring to assure that all children have every
opportunity to become literate before the end of grade
three (Cobb, 1998).
Despite these efforts to reach at-risk readers before
they reach fourth grade (which is ideal), there are many
upper elementary and middle school students who are denied.
successful early intervention and are failing to develop
essential literacy skills. Barriers such as negative
attitudes toward reading, lack of motivation,
internalization of poor habits, and lack of solid word
recognition strategies make it unlikely that research
studies will be able to post significant gains with
students beyond grade three (Cloer & Pearman, 1993). These
difficulties with older children account for the scarcity
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of effective research-based models of delivery for
successful tutorial programs with older, at-risk readers.
Reading researchers identified several key components as
essential for effective tutoring or one-to-one compensatory
supplemental programs; however, most research focuses on
early intervention (Cobb, 1998).
Butler (1999) tested the hypothesis that an
interactive model for intrusive advisement, counseling, and
tutoring would significantly improve the cumulative grade
point averages (CGPA) of 167 probationary students enrolled
in the Search for Education, Elevation and Knowledge (SEEK)
program at Brooklyn College, Brooklyn, New York.
Participants in the investigation were tracked from Spring
Semester, 1996 to Spring Semester, 1997. This was done to
evaluate any correlation between the improvement of CGPA's,
and the number of hours SEEK probationary student
participants were tutored during Spring Semester, 1997. It
also helped to determine whether by the end of Spring
Semester, 1997 there would be a significant mean difference
in the CGPA's of SEEK probationary student participants who
took advantage of tutoring with those who did not. Analysis
of data from the investigation showed that 29.2% of the
SEEK student participants got off probation. This indicated
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that tutoring had a definite impact. Furthermore, a
combination of advisement, counseling, and tutoring caused
the most dramatic increase in the academic achievement of
under-prepared probationary students. The mandatory
tutoring policy issued by SEEK was met with some problems
such as presenting the mandatory policy to SEEK
probationary students in such a manner that it not be
perceived as negative or punitive, determining the
appropriate penalty for noncompliance and ascertaining the
appropriate time(s) to enforce the penalty.
Carroll (1964; 1989) developer of the Mastery Learning
Model proposed that the degree of learning is a function of
the ratio of two quantities:

(a) the amount of time a

learner spends on the learning task, and (b) the amount of
time a learner needs to learn a task. This model has served
as a behaviorally based theoretical anchor for much of
Benjamin Bloom's (1968) work related to mastery learning
instruction. By allowing sufficient time to learn a task
and by improving instructional strategies, more students
are able to reach mastery. Along with Bloom, Block and
Burns (1976) have argued that mastery learning strategies
can raise achievement levels of approximately 80% of
students to levels achieved by the upper 20% under non
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mastery conditions (the sigma effect). The sigma effect
addresses what is known as the two sigma problem. This
refers to the name for the experimental result of students
who were tutored on an individual basis achieving test
scores that were two standard deviations better than
students who were exposed only to the typical classroom
experience (Bloom, 1984). These findings apply to many
academic content areas (i.e., reading, math and writing),
as well as critical thinking and problem solving. If
combined with tutoring, mastery learning procedures appear
to be effeptive in changing the home environment through
parent-tutor meetings in the home and helping attain the
sigma effect. Annis (1983) reported that tutoring
procedures appear to produce positive effects on both
students and tutors. Summaries of research on tutoring
(Cohen, Kulik & Kulik, 1982; Gage & Berliner, 1992) have
indicated that these positive effects have been
consistently found in measures of self-esteem and in
intrinsic interest in the subject matter being taught. In
summary, it appears that tutoring offers a powerful
technique for enhancing student learning across a wide
sample of different types of students and content areas.
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Marzano (2003) presents two specific characteristics
that he sees as necessary for improved student learning. He
suggests that feedback must be timely and that it must be
specific to the content at hand. The goal should be to
provide relevant feedback while avoiding the confusion that
can result from the introduction of extraneous information.
The call for frequent formative information can also
support advocates of remedial tutoring programs. Tutoring
is remarkably efficient in these terms given that the
activity provides a constant flow of formative information.
The ability to take full advantage of this flow of
information appears to be the only limiting factor in its
effectiveness. Tutoring, by nature of the activity,
encourages the tutor to provide both timely and contentspecific feedback, thus possessing the two essential
characteristics set forth by Marzano. In this light we
begin to see that tutoring is ideally suited for attending
to the needs of students particularly those at risk of
academic failure (Snow, 2003).
A synthesis of tutoring programs by Snow (2003)
provides strong research evidence that: (a) tutoring is an
effective strategy for addressing the needs of low
performing students,

(b) tutoring programs should have a
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strong guiding purpose in order to direct the program
tutors in their decision-making. This purpose should
emphasize the diagnostic and prescriptive interaction that
is a national product of tutoring,

(c) individuals of

various ages and levels of education can be effective
tutors once provided with appropriate training,

(d) given

their individualized nature, tutoring sessions need to be
evaluated on a continual basis to ensure the day-to-day
integrity of the intervention,

(e) logistical concerns such

as availability of materials, instructional space, and
session scheduling can have a significant effect on the
success of a tutoring program. In keeping with this notion,
finding quality tutors also should be a primary concern.
No Child Left Behind recognizes the need for
scientifically based research with regards to school reform
and programs (Horn, 2004). There is a need for
"professional tutors". The current act is not clear on the
qualifications of a "professional" versus a "volunteer"
tutor. At the very least, professional tutors need to have
a college degree covering the subject content of the
tutoring. Prior specific subjects teaching experience
should also be required (Gordon et al., 2004). Content area
certification will also prove important for most tutors to
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become consistently effective in addressing the special
learning needs of students (Education Commission of the
States, 2002).
Despite the substantial amount of information that
supports tutoring as an effective means of increasing
student learning, Snow (2003) also found that some of the
tutor programs observed were long-standing efforts, running
for years, while others were new programs undergoing
initial evaluation. Some programs were described as running
like well-oiled machines, while others were works in
progress. The research also revealed that although most of
the programs were successful in terms of their academic
goals, some were not. The number and variety of tutoring
programs available to research is vast. Tutoring's
potential as a successful intervention lies in the broad
comparisons that can be drawn based on this collective body
of evidence (Snow, 2003).
Closely related to the controversy concerning the
effectiveness of tutoring is the disagreement about the
efficacy of tutoring in before- and after-school programs.
Unfortunately, much of the literature on after-school
tutoring programs is descriptive in nature (Cunningham,
1997; Hancock, 1994; Hock et al., 1998; Kaufman & Adema,
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1998; Kirk, 1997; Pressley & McCormick, 1995). In studies
in which data are reported, control conditions often were
not used (Farr, 1998; Tollefson, 1997). The literature on
both the efficacy of tutoring and the efficacy of beforeand after-school tutoring programs is inconclusive. This
research will attempt to provide research findings
regarding the effectiveness of required tutoring .options in
before- and after-school tutoring programs in one
Midwestern school.
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CHAPTER THREE
Research Methods
Participants
Number of participants. The maximum number of student
participants was 45. The naturally formed sample of
participants were selected from the cohort of students
failing two or more core academic subjects. It was
anticipated that the total number of students selected into
the 45-MMTS (n = 15), the 75-MASTS (n = 15), and the 120MCMASTS (n = 15) options were considered equivalent in
supporting student achievement and behavior change. All
participants in this retrospective study have completed the
7th and 8th grades in the proposed research school. Parents
decided which tutoring option their student would attend.
Because students were failing two or more core academic
subjects, attendance was required consistent with school
policy.
Gender of participants. The gender of the participants
were consistent with enrollment patterns in the
participating school where females represent 48% and males
represent 52% of the total enrollment.
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Age range of participants. The age range of study
participants were from 12 to 15 years. All participants
have completed the 8 th grade.
Racial and ethnic origin of participants. The racial
and ethnic origin ratio were congruent with enrollment
patterns in the participating schools. The current
enrollment shows 77% White, not Hispanic; 9% Black, not
Hispanic; 8 % Hispanic; 5% Asian/Pacific Islanders; and 1%
American indian/Alaskan Native.
Inclusion criteria of participants. Eighth-grade
students who have attended the research school from the
same neighborhood, from 7th through 8th grade and have
completed all study assessments were eligible to
participate in the study.
Method of participant identification. The naturally
formed sample of participants were selected from the cohort
of students failing two or more core academic subjects. It
was anticipated that the total number of students selected
into the 45-MMTS (n = 15), the 75-MASTS
(n = 15), and the 120-MCMASTS (n = 15) options would be
equivalent. No individual identifiers were attached to the
achievement, behavior, or attitudinal data.
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Description of Procedures
Research design. The pretest-posttest three-group
comparative survey study design is displayed in the
following notation:
Group 1

Oi

Xi

02

Group 2

Oi

X2

02

Group 3

Ox

X3

02

Group 1 = naturally formed 45-MMTS group (n = 15)
Group 2 = naturally formed 75-MASTS group (n = 15)
Group 3 = naturally formed 120-MCMASTS group (n = 15)
Xi = 8th-grade student participation in 45-MMTS
X2 = 8 th-grade student participation in 75-MASTS
X 3 = 8 th-grade student participation in 120-MCMASTS
Ox = pretest 8 th-grade 1. Achievement:

(a) EO CRT math,

EO CRT science,

(c) EO CRT social studies,

English scores,

(e) state writing test scores, and (f)

scores: and 2. Behavior:

(a) absence,

(b)

(d) EO CRT
GPA

(b) tardy, and (c)

discipline referral data.
02 = posttest 8th-grade 1. Achievement:

(a) EO CRT math,

EO CRT science,

(c) EO CRT social studies,

English scores,

(e) state writing test scores, and (f)

scores: and 2. Behavior:

(a) absence,

(b)

(d) EO CRT
GPA

(b) tardy, and (c)

discipline referral data: and 3. Attitude (a) School
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Climate Survey, Elementary and Middle School version,
scores.
The purpose of the study was to determine the effect
of required tutoring option participation on failing 8 thgrade students' academic and behavioral performance.
Students who were failing two or more core academic
subjects (math, English, social studies and science) were
required to participate in either a 45-minute morning
tutoring session (45-MMTS) or a 75-minute after school
tutoring session (75-MASTS) or a 120-minute combined
morning and after school tutoring sessions (120-MCMASTS).
Much attention has focused on the needs of at-risk
students and the necessity of intervention programs to
circumvent the cycle of failure before a child reaches the
intermediate grades (Clay, 1979, 1985; Johnson & Allington
1990). Research (Carter, 1984; Kennedy, Birman & Demaline,
1986) confirms that premise and suggests that remediation
of learning problems after the primary grades is generally
ineffective.
Numerous studies have been conducted in the area of
reading, which is critical to student success in school.
Within the current framework of standard-based reform and
accountability, all schools and districts are required to
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ensure that every child can read and understand both
literary and informational texts by the end of third grade.
For any child this is no small task. To achieve reading
proficiency, students must master certain knowledge and
skills at or before critical grade levels (Miller & Snow,
2004). This research contributes to new understandings
about the importance of the early childhood years and gives
impetus for the development of programs such as former
President Clinton's America Reads Challenge. This
nonpartisan effort involves community volunteers in one-onone tutoring to assure that all children have every
opportunity to become literate before the end of grade
three (Cobb, 1998). Although it is ideal to assure early
intervention for students before they reach the fourth
grade, there are many upper elementary and middle school
students who are denied successful early intervention and
are failing to develop essential literacy skills (Cobb,
1998). Wasik and Slavin (1993) conducted an extensive
analysis of one-on-one adult-delivered instruction for
children, discussing precise models of delivery. Their
review found a preponderance of studies focusing on early
intervention while only three studies targeted students in
grade three or above. Tutoring procedures appear to produce
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positive effects on both students and tutors (Annis, 1983).
Summaries of research on tutoring (Cohen, Kulik & Kulik,
1982; Gage & Berliner, 1992) have- indicated that these
positive effects have been consistently found in measures
of achievement, affective measures of self-esteem, and
intrinsic interest in the subject matter being taught.
The tutoring of students at home, in centers or on the
internet has become a hot topic in the nation's media.
Newspapers, professional journals, and popular magazines
are buzzing about the fact that growing numbers of children
and adults are seeking tutoring (Gordon, 2003).
As the principal at Mission Middle School during the
implementation of before and after-school tutoring programs
in 2005-2006, I was able to gather support and engage all
stakeholders as we designed these school-wide
interventions. The implementation of these tutoring
programs radically changed the way our teachers viewed
instruction. The teachers insisted that students complete
all assigned work. Every effort was made to "not let
students or teachers off the hook"' by assigning zero grades
unless every effort and intervention had been employed and
exhausted. This created a paradigm shift in the approach to
grading practices for many of our staff. Students were held
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accountable for their learning and parents were informed
that students would be required to attend a tutoring
session in order to complete daily academic assignments.
The teachers at Mission Middle School were also
involved in the development of Professional Learning
Communities. This process involves professional
collaboration of our teachers to address three central
questions involving student learning: 1) What do we want
students to learn? 2) How will we know if they have learned
it? 3) What are we going to do if they do not learn it?
(Dufour et al.-, 2002)
Our school focused on question #3. As a result we
designed tutoring programs to provide additional time and
support for students who for whatever reason, were not
completing school work. The staff all agreed that no true
assessment of student progress could be made unless
students were provided with support in completing school
work. We also agreed upon one united message to the
community which was this tutoring was not an option. In
many instances we associated student failure to complete
school assignments to their overall success in school.
Gordon (2002) reports that parents choose tutors for a
variety of reasons which include 1 ) student under
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achievement, 2) slow learners, 3) learning disabilities, 4)
test prep; and 5) adults who request tutoring services.
There is very little research on required tutoring
option programs that mandate parental involvement. However,
the research is very extensive on the positive benefits of
parental involvement in their child's academic performance
in school and this relationship to student success and
closing the achievement gap (Bippus, 2005; Boers, 2002;
Dominguez, 2003; Fisette, 1996; Riggins, 2006).
Powell-Smith et al.,

(2000) conducted a study on the

effects of parent involvement as tutors of reading. Results
showed that although parents implemented the tutoring
programs as designed, neither of the programs had a
significant effect upon student reading achievement. Of the
two programs studied there were some individual student
gains in reading achievement. More study in this area is
needed.
It is generally accepted that parent involvement in
children's education improves student achievement
(Henderson, 1987). This positive relationship between
student achievement and parent involvement indicates a
general direction for intervention. However, working with
the simple notion that "increasing parent involvement leads
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to increased achievement" may be problematic for children
with serious educational needs. This concern is based on
the fact that parent involvement generally is a nonspecific
intervention. Parent involvement has been defined in a
number of ways including providing for basic (e.g., food
and clothing) and school-related needs (e.g., supplies and
workspace), participation in school groups (e.g., PTSA),
providing service to the school (e.g., volunteer work in
the classroom), maintaining contacts with teachers
(Henderson, 1987), and providing direct service to children
in school-related activities outside the school building
(e.g., tutoring)

(Epstein, 1987). Unfortunately, it is

unclear which types of parent involvement are most
important and the question of whether different types of
parent involvement have different effects on learning
persists (Keith et al., 1983). For parent involvement to be
offered as a potential solution to meeting students' needs,
more information on the effects of specific approaches is
necessary. The tutoring programs at Mission Middle School
required parents to agree to the school's commitment of
holding students accountable and completing school work by
backing us in our objective of "making" their child attend
one or more of the tutoring sessions once they were
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identified as being in danger of failing. Educating parents
to the importance of homework completion is an on-going
task for our staff. Teachers across America are dealing
with the issue of homework completion. A familiar plea is
"if they'd only do their work!" (Hammond & Lynch, 2006).
Independent Variable Implementation
Arm one independent variable. Eighth-grade students
from the 45-Minute Morning Tutoring Session (45-MMTS)
Program, who attended their perspective school from seventh
through eighth-grade, served as one independent variable.
The 45-MMTS students met in the school Media Center from
7:30 a.m. until 8:15 a.m. Teachers from the four core area
curriculum groups (math, science, social studies and
English) assisted students with homework assignments
utilizing the Strategic Tutoring Model. Teachers were
selected from a pool of volunteers from the teaching staff.
It was necessary to have one teacher from each curriculum
area present on a daily basis. The hours of work did not
conflict with contracted teacher hours. The teachers were
paid an hourly rate of pay for their services. This funding
was made available through a federal grant. Students were
allowed to purchase breakfast items at the school cafeteria
to bring to the tutoring sessions.
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Arm two independent variable. Eighth-grade students
from the 75-Minute After-School Tutoring Session (75-MASTS)
Program, who attended their perspective school from seventh
through eighth-grade, served as a second independent
variable. The 75-MASTS students met in the school Media
Center from 4:00 p.m. until 5:15 p.m. p.m. Teachers from
the four core area curriculum groups (math, science, social
studies and English) assisted students with homework
assignments utilizing the Strategic Tutoring Model.
Teachers were selected from a pool of volunteers from the
teaching staff. It was necessary to have one teacher from
each curriculum area present on a daily basis. The hours of
work did not conflict with contracted teacher hours.

The

teachers were paid an hourly rate of pay for their
services. This funding was made available through a federal
grant. In addition to the four teachers, an administrator
assisted with instruction as well as addressing any
disciplinary issues. Students were given the opportunity to
purchase snacks from school vending machines. Popcorn and
juice was provided to students on Thursdays as an end of
the week reward. Students were required to telephone their
parents everyday to inform them they would be staying to
attend the 75-MASTS Program and to make sure of their
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transportation. Students were provided transportation on
the after-school activities bus in the event their parent
was unable to pick them up.
Arm three independent variable. Eighth-grade students
from the 120-Minute Combined Morning After-School Tutoring
Session Programs, who attended their perspective school
from seventh through eighth-grade, served as a third
independent variable. The 120-MCMASTS students participated
in both the morning and after-school tutoring sessions.
Teachers from the four core area curriculum groups (math,
science, social studies and English) assisted students with
the completion of homework assignments, utilizing the
Strategic Tutoring Model.
Students were seated two to a table whenever possible,
sitting on opposite sides. To limit talking and other
distractions, dividers were placed in between the students.
Students were required to raise their hands at all times to
receive assistance from teachers and to turn in any
completed work. Teachers were responsible for signing off
on the completed work and placing it in the appropriate
teacher folder. At the end of each session completed work
was placed in the teacher's mailbox for correction and
credit. Students were required to remain the entire time in
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the tutoring sessions. If daily assignments were complete
students were to bring reading materials or tutors worked
with students on their deficit academic areas.
With the exception of the 75-MASTS, all tutoring
sessions were scheduled Monday through Friday.

The 75-

MASTS was scheduled from Monday through Thursday. Friday
sessions were reserved for students who may have missed one
of the weekly sessions.

Parent involvement was encouraged

through telephone calls made by the Counseling Staff. These
calls were generally made on Friday or Monday afternoon to
update parents on any major assignments that were coming
up. These calls also served as a reminder for parents to
check their child's assignment notebook for any homework
that was due.
Weekly meetings were held with team teachers, tutors, .
counselors and administrators to review individual student
progress and to address parent, student and possible
program concerns. Tutoring strategies and student
behavioral and academic progress was the core of these
meetings.
Dependent Measures
The study focused on the dependent variables,
achievement, behavior, and attitude. The first of these,
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achievement, was analyzed using the following dependent
measures including: (a) EO CRT math,
(c) EO CRT social studies,

(b) EO CRT science,

(d) EO CRT English scores,

(e)

state writing test scores, and (f) GPA scores.
Behavior data was collected retrospectively from
students' 8th-grade school year. This (a) absence,

(b)

tardy, and (c) discipline referral data was obtained from
the students' cumulative folders. Discipline referral
information was also collected. The school involved
utilizes the Boys' Town Social Skills method as an
instructional tool for discipline prevention and also as a ,
tool for discipline referrals and documentation.
School attitude data was collected retrospective. The
School Climate Survey, Elementary and Middle School Version
data was available for 8 th-grade students who completed the
survey at the beginning and end of the school year. The
survey was divided into six variable categories as a result
of a reliability study conducted by the School Development
Program, Yale Child Study Center. The variables produced
the following reliability results: fairness 0.90, order and
discipline 0 .6 8 , parent involvement 0.62, sharing of
resources 0.77, student interpersonal relations 0.86, and
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student-teacher relations 0.89 (Haynes, Emmons, & Comer,
2002).

Research Questions and Data Analysis
Overarching Pretest-Posttest Achievement Research
Question #1. Did failing 8th-grade students who
participated in required tutoring options 45-MMTS or 75MASTS or 120-MCMASTS lose, maintain, or improve their
levels of achievement as determined by pretest compared to
posttest EO CRT (a) math,
(d) English scores,

(b) science,

(c) social studies,

(e) state writing test scores, and (f)

GPA scores?
Sub-Question la. Was there a significant
difference between students' beginning 8 th-grade math
achievement compared to final 8 th-grade math achievement EO
CRT scores after completing a school year long required
tutoring option experience 45-MMTS or 75-MASTS or 120MCMASTS?
Sub-Question lb. Was there a significant
difference between students' beginning 8 th-grade science
achievement compared to final 8 th-grade science achievement
EO CRT scores after completing a school year long required
tutoring option experience 45-MMTS or 75-MASTS or 120MCMASTS?
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Sub-Question lc. Was there a significant
difference between students' beginning 8th-grade social
studies achievement compared to final 8 th-grade social
studies achievement EO CRT scores after completing a school
year long required tutoring option experience 45-MMTS or
75-MASTS or 120-MCMASTS?
Sub-Question Id. Was there a significant
difference between students' beginning 8th-grade English
achievement compared to final 8 th-grade English achievement
EO CRT scores after completing a school year long required
tutoring option experience 45-MMTS or 75-MASTS or 120MCMASTS?
Sub-Question le. Was there a significant
difference between students' beginning 8th-grade state
writing test scores compared to final 8 th-grade state
writing test scores after completing a school year long
required tutoring option experience 45-MMTS or 75-MASTS or
120-MCMASTS?
Sub-Question If. Was there a significant
difference between students' beginning 8th-grade GPA scores
compared to final 8th-grade GPA scores after completing a
school year long required tutoring option experience 45MMTS or 75-MASTS or 120-MCMASTS?
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Research Sub-Questions #la, lb, lc, Id, le, and If
were analyzed using dependent t tests to examine the
significance of the difference between failing 8 th-grade
students who participated in required tutoring sessions
pretest compared to posttest (a) math achievement EO CRT
scores,

(b) science achievement EO CRT scores,

studies achievement EO CRT scores,
EO CRT scores,

(c) social

(d) English achievement

(e) state writing test scores, and (f) GPA

scores. Because multiple statistical tests were conducted,
a one-tailed .01 alpha level was employed to help control
for Type I errors. Means and standard deviations were
displayed on tables.
Overarching Posttest-Posttest Achievement Research
Question #2. Did failing 8th-grade students who
participated in required tutoring options lose, maintain,
or improve their levels of achievement as determined by
posttest compared to posttest EO CRT (a) math,
(c)

social studies,

(d) English scores,

(b) science

(e) state writing

test scores, and (f) GPA scores for 45-MMTS compared to 75
MASTS; and 45-MMTS compared to 120-MCMASTS; and 75-MASTS
compared to 120-MCMASTS?
Sub-Question 2a. Was there a significant
difference between students' final 8 th-grade math
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achievement compared to final 8 th-grade math achievement EO
CRT scores after completing a school year long required
tutoring option experience 45-MMTS compared to 75-MASTS;
and 45-MMTS compared to 120-MCMASTS; and 75-MASTS compared
to 120-MCMASTS?
Sub-Question 2b. Was there a significant
difference between students' final 8 th-grade science
achievement compared to final 8 th-grade science achievement
EO CRT scores after completing a school year long required
tutoring option experience 45-MMTS compared to 75-MASTS;
and 45-MMTS compared to 120-MCMASTS; and 75-MASTS compared
to 120-MCMASTS?
Sub-Question 2c. Was there a significant
difference between students' final 8 th-grade social studies
achievement compared to final 8 th-grade social studies
achievement EO CRT scores after completing a school year
long required tutoring option experience 45-MMTS compared
to 75-MASTS; and 45-MMTS compared to 120-MCMASTS; and 75MASTS compared to 120-MCMASTS?
Sub-Question 2d. Was there a significant
difference between students' final 8th-grade English
achievement compared to final 8 th-grade English achievement
EO CRT scores after completing a school year long required
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tutoring option experience 45-MMTS compared to 75-MASTS;
and 45-MMTS compared to 120-MCMASTS; and 75-MASTS, compared
to 120-MCMASTS?
Sub-Question 2e. Was there a significant
difference between students'’ final 8th-grade state writing
test scores compared to final 8 th-grade state writing test
scores after completing a school year long required
tutoring option experience 45-MMTS compared to 75-MASTS;
and 45-MMTS compared to 120-MCMASTS; and 75-MASTS compared
to 120-MCMASTS?
Sub-Question 2f. Was there a significant
difference between students' final 8 th-grade GPA scores
compared to final 8 th-grade GPA scores after completing a
school year long required tutoring option experience 45MMTS compared to 75-MASTS; and 45-MMTS compared to 120MCMASTS; and 75-MASTS compared to 120-MCMASTS?
Research Sub-Questions #2a, 2b, 2c, 2d, 2e, and 2f
were analyzed using independent t tests to examine the
significance of the difference between failing 8th-grade
students who participated in required tutoring sessions
posttest compared to posttest (a) math achievement EO CRT
scores,

(b) science achievement EO CRT scores,

studies achievement EO CRT scores,

(c) social

(d) English achievement
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EO CRT scores,

(e) state writing test scores, and (f) GPA

scores. Because multiple statistical tests were conducted,
a one-tailed .01 alpha level was employed to help control
for Type I errors. Means and standard deviations were
displayed on tables.
Overarching Pretest-Posttest Behavior Research
Question #3. Did failing eighth-grade students who
participated in required tutoring options 45-MMTS or 75MASTS or 120-MCMASTS lose, maintain, or improve their
levels of behavior as determined by pretest compared to
posttest (a) absence,

(b) tardy, and (c) discipline

referral data.
Sub-Question 3a. Did beginning 8 th-grade compared
to final 8th-grade lose, maintain, or improve observed
frequencies for absence data the same for students after
completing a school year long required tutoring option
experience 45-MMTS or 75-MASTS or 120-MCMASTS?
Sub-Question 3b. Did beginning 8th-grade compared
to final 8 th-grade lose, maintain, or improve observed
frequencies for tardy data the same for students after
completing a school year long required tutoring option
experience 45-MMTS or 75-MASTS or 120-MCMASTS?
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Sub-Question 3c. Did beginning 8th-grade compared
to final 8 th-grade lose, maintain, or improve observed
frequencies for discipline referral data the same for
students after completing a school year long required
tutoring option experience 45-MMTS or 75-MASTS or 120MCMASTS?
Research Sub-Questions #3a, 3b, and 3c utilized a chisquare test of significance to compare observed verses
expected absence, tardy, and discipline referral data lose,
maintain, or improve change score frequencies for 8 th-grade
students who participated in the year long required
tutoring option experience 45-MMTS or 75-MASTS or 120MCMASTS? Because multiple statistical tests were conducted,
a one-tailed .01 alpha level was employed to help control
for Type I errors. Frequencies and percents were displayed,
on tables.
Overarching Posttest-Posttest Behavior Research
Question #4. Did failing eighth-grade students who
participated in required tutoring options 45-MMTS or 75MASTS or 120-MCMASTS lose, maintain, or improve their
levels of behavior as determined by posttest compared to
posttest (a) absence,

(b) tardy, and (c) discipline

referral data.
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Research Question #4 utilized a chi-square test of
significance to compare observed verses expected absence,
tardy, and discipline referral data lose, maintain, or '
improve change score frequencies for 8 th-grade students who
participated in the year long required tutoring option
experience 45-MMTS compared to 75-MASTS; and 45-MMTS
compared to 120-MCMASTS; and 75-MASTS compared to 120MCMASTS? Because multiple statistical tests were conducted,
a one-tailed .01 alpha level was employed to help control
for Type I errors. Frequencies and percents were displayed
on tables.
Overarching Posttest-Posttest Attitude Research
Question #5. Did those students who participated in the
year long required tutoring option experience 45-MMTS or
75-MASTS or 120-MCMASTS, report negative, neutral, or
positive attitudes towards school at the completion of the
8 th-grade 45-MMTS compared to 75-MASTS; and 45-MMTS

compared to 120-MCMASTS; and 75-MASTS compared to 120MCMASTS, on the School Climate Survey subtests for (a)
Fairness,

(b) Order and Discipline,

(d) Sharing of Resources,

(c) Parent Involvement,

(e) Student Relations, and (f)

Student-Teacher Relations?
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Sub-Question 5a. Was there a significant
difference between students' participating in 45-MMTS and
students' participating in 75-MASTS school climate survey
subtest responses?
Sub-Question 5b. Was there a significant
difference between students' participating in 45-MMTS and
students' participating in 120-MCMASTS school climate
survey subtest responses?
Sub-Question 5c. Was there a significant
difference between students' participating in 75-MASTS and
students' participating in 120-MCMASTS school climate
survey subtest responses?
Research Sub-Questions #5a, 5b, and 5c were analyzed
using independent t tests to examine the significance of
the difference between failing 8 th-grade students who
participated in required tutoring sessions posttest
compared to posttest School Climate Survey, for 8th-grade
students who participated in the year long required
tutoring option experience 45-MMTS compared to
75-MASTS; and 45-MMTS compared to 120-MCMASTS; and 75-MASTS
compared to 120-MCMASTS. Because multiple statistical tests
were conducted, a one-tailed .01 alpha level was employed
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to help control for Type I errors. Means and standard
deviations were displayed on tables.
Data Collection Procedure
All study achievement, behavior, and attitude data
were retrospective, archival, and routinely collected
school information. Permission from the appropriate school
research personnel was obtained. A naturally formed sample
of 45 students with 15 in each required tutoring
independent variable arm was obtained to include
achievement, behavior, and attitude data. Non-coded numbers
were used to display individual de-identified achievement
and behavioral data as well as attitudinal data. Aggregated
group data, descriptive statistics, and parametric
statistical analyses were utilized and reported as means
and standard deviations on tables.
Performance site. The research was conducted in the
public school setting through normal educational practices.
The study procedures did not interfere in anyway with the
normal educational practices of the public school and did
not involve coercion or discomfort of any kind. All data
was analyzed in the office of the researcher. Data was
stored on spreadsheets and computer disks for statistical
analysis. Data and computer disks were kept in a locked
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file cabinet. No individual identifiers were attached to
the data.
Institutional Review Board (IRB) for the Protection of
Human Subjects Approval Category
The Institutional Review Board for the Protection of
Human Subjects exemption category for this study was
category 2 45CFR46.101(b)2. Achievement, behavior, and
attitude data were analyzed. The Essential Objectives are
used routinely by all of the research school district
schools to provide an in-depth assessment of student
achievement throughout each academic year. Parents and
teachers use the report of scores to assess individual
progress in basic skills at each grade level. The district
to evaluate instruction uses the information collected from
this achievement testing. Absence, Tardy, and discipline
referral data was routinely collected for all students as a
measure to evaluate behavior. Therefore, all safeguards for
human subjects were preserved and the review of
achievement, behavior, and attitude data did not present a
potential risk for human subjects.
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CHAPTER 4
Results
The purpose of this study was to determine the effect
of required tutoring option participation on failing
eighth-grade students' achievement, behavior, and attitude.
Students who were failing two or more core academic
subjects (math, English, social studies and science) were
required to participate in either a 45-minute morning
tutoring session (45-MMTS) or a 75-minute after school
tutoring session (75-MASTS) or a 120-minute combined
morning and after school tutoring sessions (120-MCMASTS).
The study analyzed achievement, behavior, and
attitudinal data of 45-MMTS, 75-MASTS, and 120-MCMASTS
students to determine if the tutoring interventions
significantly impacted student outcomes. All study
achievement, behavior, and attitude data related to student
participation in the tutoring options were retrospective,
archival, and routinely collected school information.
Permission from the appropriate school research personnel
was obtained before achievement, behavior, and attitude
data were collected and analyzed. Attitudinal data was
obtained retrospectively via survey. Institutional Review
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Board for the Protection of Human Subjects review was
completed before data were collected and analyzed.
Research Question #1
Table 1 displays the demographic data of individual
students in 45-MMTS including their ethnicity, gender,
eligibility for special education support, and eligibility
for free and reduced price lunch. Table 2 displays the
demographic data of individual students in 75-MASTS
including their ethnicity, gender, eligibility for special
education support, and eligibility for free and reduced
price lunch. Table 3 displays the demographic data of
individual students in 120-MCMASTS including their
ethnicity, gender, eligibility for special education
support, and eligibility for free and reduced price lunch.
Individual students participating in 45-MMTS pretest
Essential Objectives Achievement data for (a) math,
science,

(c) social studies,

(d) English,

(b)

(e) writing, and

(f) GPA are displayed in Table 4. Individual students
participating in 75-MASTS pretest Essential Objectives
Achievement data for (a) math,
studies,

(d) English,

(b) science,

(c) social

(e) writing, and (f) GPA are

displayed in Table 5. Individual students participating in
120-MCMASTS pretest Essential Objectives Achievement data
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for

(a) math, (b)

science, (c) social

studies, (d) English,

(e) writing, and (f) GPA are displayed in Table 6.
Table 7 displays the individual students participating
in 45-MMTS posttest Essential Objectives Achievement data
for

(a) math, (b)

science, (c) social

studies, (d) English,

(e)

writing, and (f) GPA. Individual students participating

in 75-MASTS posttest Essential Objectives Achievement data
for

(a) math, (b)

science, (c) social

studies, (d) English,

(e)

writing, and (f) GPA are displayed in Table 8. Table 9

displays the individual students participating in 120MCMASTS pretest Essential Objectives Achievement data for
(a)

math,

(b)science,

(c) social studies,

(d) English,

(e)

writing, and (f) GPA.
Research Question #1 Sub-Question la
The first hypothesis using dependent t tests comparing
pretest to posttest Essential Objectives Achievement data,
writing, and GPA results for students participating in 45MMTS were displayed in Table 10. As seen in Table 10 the
null hypothesis was not rejected for the English Essential
Objectives subtest and writing and GPA. Null hypotheses
were rejected for three Essential Objectives achievement
subtests:

(a) math,

(b) science, and (c) social studies.

The pretest math score (M = 2.77, SD = 0.54) compared to
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the posttest math score (M = 3.18, SD - 0.47) was
statistically significantly different, t(14) = 3.71, p =
.001 (one-tailed), d - .82. The pretest science score (M =
3.12, SD = 0.49) compared to the posttest science score (M
=3.28, SD = 0.31) was statistically significantly
different, t(14) = 2.47, p = .01 (one-tailed), d = .40. The
pretest social studies score (M = 2.73, SD = 0.42) compared
to the posttest social studies score (M = 2.93, SD = 0.44)
was statistically significantly different, t(14) = 3.30, p
= .003 (one-tailed), d = .46. The pretest English score (M
= 3.08, SD = 0.88) compared to the posttest English score
{M = 3.30, SD = 0.42) was not statistically significantly
different, t(14) = 1.12, p = .14 (one-tailed), d = .33. The
pretest writing score (M = 4.27, SD = 1.44) compared to the
posttest writing score (M = 4.20, SD = 0.78) was not
statistically significantly different, t(14) = -0.20, p =
.42 (one-tailed), d = .06. The pretest GPA score (M = 2.99,
SD = 0.90) compared to the posttest GPA score (M = 2.68, SD
= 0.73) was not statistically significantly different,
t(14) = -1.54, p = .07 (one-tailed), d = .38.
Overall, pretest posttest results indicated that
students participating in 45-MMTS did not significantly
improve their English, writing, and GPA scores but did
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significantly improve their math, science, and social
studies scores. Using the research school districts
descriptors for levels of achievement including beginning
(a numerical score of 1), progressing (a numerical score of
2), proficient (a numerical score of 3), and advanced (a
numerical score of 4) indicates that students who
participated in 45-MMTS completed the school year at the
proficient level in math, science, and English. Students
who participated in 45-MMTS completed the school year at
the progressing level in social studies. Students who
participated in 45-MMTS completed the school year with
their writing score (4.20) less than the state cut score
(4.33)

required for proficiency. Students who participated

in 45-MMTS completed the school year with a GPA in the "C+"
range.
Research Question #1 Sub-Question lb
The first hypothesis using dependent t tests comparing
pretest to posttest Essential Objectives Achievement data,
writing, and GPA results for students participating in 75MASTS were displayed in Table 11. As seen in Table 11 the
null hypothesis was not rejected for the science and
English Essential Objectives subtest and writing and GPA.
Null hypotheses were rejected for two Essential Objectives
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achievement subtests:

(a) math (b) and (c) social studies.

The pretest math score (M = 2.88, SD = 0.41) compared to
the posttest math score (M = 3.22, SD = 0.53) was
statistically significantly different, t(14) = 3.63, p =
.001 (one-tailed), d = .72. The pretest science score (M =
3.30, SD =0.45) compared to the posttest science score (M
= 3.35, SD = 0.31) was not statistically significantly
different, t(14) = 0.72, p = .24 (one-tailed), d = .13. The
pretest social studies score (M = 2.28, SD = 0.59) compared
to the posttest social studies score (M = 2.89, SD = 0.45)
was statistically significantly different, t(14) = 7.16, p
= .001 (one-tailed), d = 1.17. The pretest English score (M
= 3.28, SD = 0,54) compared to the posttest English score
(M = 3.43, SD - 0.26) was not statistically significantly
different, t(14) = 1.42, p = .09 (one-tailed), d = .37. The
pretest writing score (M = 4.33, SD = 1.05) compared to the
posttest writing score (M = 4.24, SD = 0.63) was not
statistically significantly different, t(14) = -0.33, p =
.37 (one-tailed), d = .10. The pretest GPA score (M = 3.18,
SD = 0.85) compared to the posttest GPA score (M = 2.99, SD
= 0.65) was not statistically significantly different,
t(14) = -1.02, p = .16 (one-tailed), d = .25.
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Overall, pretest posttest results indicated that
students participating in 75-MASTS did not significantly
improve their science, English, writing, and GPA scores but
did significantly improve their math and social studies
scores. Using the research school districts descriptors for
levels of achievement including beginning (a numerical
score of 1), progressing (a numerical score of 2),
proficient (a numerical score of 3), and advanced (a
numerical score of 4) indicates that students who
participated in 75-MASTS completed the school year at the
proficient level in math, science, and English. Students
who participated in 75-MASTS completed the school year with
their writing score (4.24) less than the state cut score
(4.33)

required for proficiency. Students who participated

in 75-MASTS completed the school year with a GPA just below
the "B" range.
Research Question #1 Sub-Question lc
The first hypothesis using dependent t tests comparing
pretest to posttest Essential Objectives Achievement data,
writing, and GPA results for students participating in 120MCMASTS were displayed in Table 12. As seen in Table 12 the
null hypothesis was not rejected for GPA. Null hypotheses
were rejected for four Essential Objectives achievement
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subtests:

(a) math,

(b) science,

(c) social studies, and

(d) English. The pretest math score (M = 2.90, SD — 0.25)
compared to the posttest math score (M = 3.34, SD = 0.24)
was statistically significantly different, t(14) = 6.23, p
= .0001 (one-tailed), d - 1.83. The pretest science score
(M = 3.00, SD — 0.43) compared to the posttest science
score (M = 3.28, SD = 0.33) was statistically significantly
different, t(14) = 2.75, p = .01 (one-tailed), d = .73. The
pretest social studies score {M = 2.48, SD = 0.70) compared
to the posttest social studies score (M = 2.96, SD - 0.55)
was statistically significantly different, t(14) = 4.13, p
= .001 (one-tailed), d = .77. The pretest English score (M
=2.90, SD = 0.68) compared to the posttest English score
(M = 3.30, SD = 0.48) was statistically significantly
different, t(14) = 3.51, p = .001 (one-tailed), d = .68.
The pretest writing score (M = 4.47, SD = 1.46) compared to
the posttest writing score (M = 5.02, SD = 0.93) was
statistically significantly different, t(14) = 1.74, p =
.05 (one-tailed), d = .46. The pretest GPA score (M = 3.20,
SD = 0.89) compared to the posttest GPA score (M = 3.09, SD
= 0.71) was not statistically significantly different,
t(14) = -0.53, p = .30 (one-tailed), d = .13.
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Overall, pretest posttest results indicated that
students participating in 120-MCMASTS did significantly
improve their math, science, social studies, English, and
writing. GPA scores but did significantly improve pretest
compared to posttest. Using the research school districts
descriptors for levels of achievement including beginning
(a numerical score of 1), progressing (a numerical score of
2), proficient (a numerical score of 3), and advanced (a
numerical score of 4) indicates that students who
participated in 120-MCMASTS completed the school year at
the proficient level in math, science, and English.
Students who participated in 120-MCMASTS completed the
school year with their writing score (5.02) above the state
cut score (4.33) required for proficiency. Students who
participated in 120-MCMASTS completed the school year with,
a GPA within the "B" range.
Research Question #2 Sub-Question 2a
The second hypothesis using independent t tests
posttest posttest Essential Objectives Achievement data,
writing, and GPA results for students participating in 45MMTS compared to students participating in 75-MASTS were
displayed in Table 13. As seen in Table 13 the null
hypothesis was not rejected for (a) math,

(b) science,
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social studies,

(d) English,

(e) writing, and (f) GPA. The

posttest math score for students participating in 45-MMTS
(M = 3.18, SD = 0.47) compared to the posttest math score
for students participating in 75-MASTS (M = 3.22, SD 0.53) was not statistically significantly different, t(28)
= -0.23, p = .41 (one-tailed), d = 0.08. The posttest
science score for students participating in 45-MMTS (M =
3.28, SD = 0.31) compared to the posttest science score for
students participating in 75-MASTS (M = 3.35, SD = 0.31)
was not statistically significantly different, t(28) =
-0.59, p - .28 (one-tailed), d = 0.22. The posttest social
studies score for students participating in 45-MMTS (M =
2.93, SD = 0.44) compared to the posttest social studies
score for students participating in 75-MASTS (M = 2.89, SD
= 0.45) was not statistically significantly different,
t(28) = 0.23, p = .41 (one-tailed), d = 0.08. The posttest
English score for students participating in 45-MMTS (M =
3.30, SD = 0.42) compared to the posttest English score for
students participating in 75-MASTS {M - 3.43, SD = 0.26)
was not statistically significantly different, t(28) =
-1.04, p = .15 (one-tailed), d = 0.38. The posttest writing
score for students participating in 45-MMTS (M = 4.20, SD =
0.78) compared to the posttest writing score for students
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participating in 75-MASTS (M = 4.24, SD = 0.63) was not
statistically significantly different, t (28) = -0.16, p =
.44 (one-tailed), d = 0.05. The posttest GPA score for
students participating in 45-MMTS (M = 2.68, SD = 0.73)
compared to the posttest GPA score for students
participating in 75-MASTS (M = 2.99, SD = 0.65) was not
statistically significantly different, t(28) = -1.23, p .11 (one-tailed), d = 0.44.
Overall, posttest results for students participating
in 45-MMTS compared to students participating in 75-MASTS
indicated no statistically significant end of school year
differences in math, science, social studies, English,
writing and GPA scores.
Research Question #2 Sub-Question 2b
The second hypothesis using independent t tests
posttest posttest Essential Objectives Achievement data,
writing, and GPA results for students participating in 45MMTS compared to students participating in 120-MCMASTS were
displayed in Table 14. As seen in Table 14 the null
hypothesis was not rejected for (a) math,
social studies,

(b) science,

(c)

(d) English, and (e) GPA. The null

hypothesis was rejected for writing. The posttest math
score for students participating in 45-MMTS (M = 3.18, SD =
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0.47) compared to the posttest math score for students
participating in 120-MCMASTS (M = 3.34, SD = 0.24) was not
statistically significantly different, t(28) = -1.17, p =
.13 (one-tailed), d = 0.45. The posttest science score for
students participating in 45-MMTS (M = 3.28, SD = 0.31)
compared to the posttest science score for students
participating in 120-MCMASTS (M = 3.28, SD = 0.33) was not
statistically significantly different, t(28) = 0.00, p =
.50 (one-tailed), d = 0.00. The posttest social studies
score for students participating in 45-MMTS (M = 2.93, SD =
0.44) compared to the posttest social studies score for
students participating in 120-MCMASTS (M = 2.96, SD = 0.55)
was not statistically significantly different, t(28) =
-0.17, p = .43 (one-tailed), d = 0.06. The posttest English
score for students participating in 45-MMTS (M = 3.30, SD 0.42) compared to the posttest English score for students
participating in 120-MCMASTS (M - 3.30, SD - 0.48) was not
statistically significantly different, t(28) = 0.00, p =
.50 (one-tailed), d = 0.00. The posttest writing score for
students participating in 45-MMTS (M = 4.20, SD = 0.78)
compared to the posttest writing score for students
participating in 120-MCMASTS (M = 5.02, SD = 0.93) was
statistically significantly different, t(28) = -2.63, p =
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.01 (one-tailed), d = 0.50. The posttest GPA score for
students participating in 45-MMTS (M = 2.68, SD = 0.73)
compared to the posttest GPA score for students
participating in 120-MCMASTS (M = 3.09, SD = 0.71) was not
statistically significantly different, t(28) = -1.54, p =
.07 (one-tailed), d = 0.56.
Overall, posttest results for students participating
in 45-MMTS compared to students participating in 120MCMASTS indicated no statistically significant end of
school year differences in math, science, social studies,
English, and GPA scores.
Research Question #2 Sub-Question 2c
The second hypothesis using independent t tests
posttest posttest Essential Objectives Achievement data,
writing, and GPA results for students participating in 75-.
MASTS compared to students participating in 120-MCMASTS
were displayed in Table 15. As seen in Table 15 the null
hypothesis was not rejected for (a) math,
social studies,

(b) science,

(c)

(d) English, and (e) GPA. The null

hypothesis was rejected for writing. The posttest math
score for students participating in 75-MASTS (M = 3.22, SD
= 0.53) compared to the posttest math score for students
participating in 120-MCMASTS (M — 3.34, SD = 0.24) was not
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statistically significantly different, t(28) = -0.77, p =
.22 (one-tailed), d = 0.31. The posttest science score for
students participating in 75-MASTS (M = 3.35, SD - 0.31)
compared to the posttest science score for students
participating in 120-MCMASTS {M = 3.28, SD = 0.33) was not
statistically significantly different, t(28) = 0.57, p =
.29 (one-tailed), d = 0.21. The posttest social studies
score for students participating in 75-MASTS (M = 2.89, SD
= 0.45) compared to the posttest social studies score for
students participating in 120-MCMASTS (M = 2.96, SD = 0.55)
was not statistically significantly different, t(28) = 0.37, p = .36 (one-tailed), d = 0.14. The posttest English
score for students participating in 75-MASTS (M = 3.43, SD
= 0.26) compared to the posttest English score for students
participating in 120-MCMASTS (M — 3.30, SD = 0.48) was not
statistically significantly different, t(28) = 0.94, p =
.18 (one-tailed), d = 0.35. The posttest writing score for
students participating in 75-MASTS (M - 4.24, SD = 1.63)
compared to the posttest writing score for students
participating in 120-MCMASTS (M = 5.02, SD = 0.93) was
statistically significantly different, t(28) = -2.68, p =
.01 (one-tailed), d = 0.60. The posttest GPA score for
students participating in 75-MASTS (M = 2.99, SD = 0.65)
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compared to the posttest GPA score for students
participating in 120-MCMASTS (M = 3.09, SD = 0.71) was not
statistically significantly different, t(28) = -0.37, p =
.36 (one-tailed), d = 0.14.
Overall, posttest results for students participating
in 75-MASTS compared to students participating in 120MCMASTS indicated no statistically significant end of
school year differences in math, science, social studies,
English, and GPA scores.
Research Question #3
Table 16 displays the individual students
participating in 45-Minute Morning Tutoring Session pretest
and posttest absence, tardy, and discipline referral data.
The individual students participating in 75-Minute After
School Tutoring Session pretest and posttest absence,
tardy, and discipline referral data are displayed in Table
17. The individual students participating in 120-Minute
Combined Morning and After School Tutoring Session pretest
and posttest absence, tardy, and discipline referral data
are found in Table 18.
Research Question #3 Sub-Question 3a
The third hypothesis was tested using chi-square (X2) .
The result of X2 for student absence change displayed in
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Table 19 was not statistically different (X2(4, N = 45) =
4.53, p = >.05, ns) so we do not reject the null hypothesis
of no difference or congruence for pretest compared to
posttest absence change for students' participating in the
three tutoring conditions.
Students had observed improve absence change
frequencies that ranged from a high of 7 (47%) for 75-MASTS
students and a low of 4 (27%) for 120-MCMASTS and observed
lose absence change frequencies that ranged from a high of
10 (66%) for 120-MCMASTS students and a low of 5 (33%) for
75-MASTS. Maintain change frequencies represent equipoise
for students in the 45-MMTS 1 (7%) and the 120-MCMASTS 1
(7%) conditions. Overall, observed absence improve,
maintain, and lose change frequency determinations for 45MMTS students, 75-MASTS students, and 120-MCMASTS students
were found to be congruent.
Research Question #3 Sub-Question 3b
The result of .X2 for student tardy change displayed in
Table 20 was not statistically different (7^(4, N = 45) =
2.58, p = >.05, ns) so we do not reject the null hypothesis
of no difference or congruence for pretest compared to
posttest tardy change for students' participating in the
three tutoring conditions.
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Students had observed improve tardy change frequencies
that ranged from a high of 4 (27%) for 45-MMTS students and
a low of 2 (13%) for 75-MASTS, observed lose tardy change
frequencies that ranged from a high of 6 (40%) for 45-MMTS
students and a low of 4 (27%) for 75-MASTS, and observed
maintain tardy change frequencies that ranged from a high
of 9 (60%) for 75-MASTS students and a low of 5 (33%) for
45-MMTS. Overall, observed tardy improve, maintain, and
lose change frequency determinations for 45-MMTS students,
75-MASTS students, and 120-MCMASTS students were found to
be congruent.
Research Question #3 Sub-Question 3c
The result of X2 for student discipline referral change
displayed in Table 21 was not statistically different (X2(4,
N = 45) = 2.31, p = >.05, ns) so we do not reject the null,
hypothesis of no difference or congruence for pretest
compared to posttest discipline referral change for
students' participating in the three tutoring conditions.
Students had observed improve discipline referral
change frequencies that ranged from a high of 2 (13%) for
45-MMTS students and a low of 1 (6%) for 75-MASTS, also 1
(6%) for 120-MCMASTS, observed lose discipline referral
change frequencies that ranged from a high of 7 (47%) for

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

119

45-MMTS students and a low of 4 (27%) for 75-MASTS, and
observed maintain discipline referral change frequencies
that ranged from a high of 10 (67%) for 75-MASTS students
and a low of 6 (40%) for 45-MMTS. Overall, observed
discipline referral improve, maintain, and lose change
frequency determinations for 45-MMTS students, 75-MASTS
students, and 120-MCMASTS students were found to be
congruent.
Research Question #4
The fourth hypothesis was tested using chi-square (X2)
The result of X2 for students participating in 45-Minute
Morning Tutoring Session, 75-Minute After School Tutoring
Session, and 120-Minute Combined Morning and After School
Tutoring Session posttest compared to posttest observed
absence, tardy, and discipline referral frequencies
displayed in Table 22 was not statistically different (X2(4,
N = 277) = 7.66,. p = >.05, ns) so we do not reject the null
hypothesis of no difference or congruence for posttest
compared to posttest absence, tardy, and discipline
referral change for students' participating in the three
tutoring conditions.
Students in the 45-MMTS had the highest observed
combined posttest absence, tardy, and discipline referral
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frequencies (107) followed by students in the 120-MCMASTS
with observed combined posttest absence, tardy, and
discipline referral frequencies (91). Students in the 75MASTS had the lowest observed combined posttest absence,
tardy, and discipline referral frequencies (79). Overall,
observed posttest compared to posttest absence, tardy, and
discipline referral frequency determinations for 45-MMTS
students, 75-MASTS students, and 120-MCMASTS students while
found to be congruent indicates that absence from school
represents the most observed behavior issue for these
students.
Research Question #5
The fifth hypothesis was tested using the independent
t test. Table 23 displays a comparison of 45-MMTS versus
75-MASTS students' posttest school climate survey data.
Research Question #5 Sub-Question 5a
As seen in Table 23, the null hypothesis was rejected
for 45-MMTS students'

(a) reported fairness (M - 2.47, SD =

0.53) compared to 75-MASTS students' reported fairness {M =
1.97, SD = 0.63), t(28) = 2.32, p < .01 (one-tailed), d =
.85 and (b) 45-MMTS students' reported student teacher
relations (M = 2.60, SD = 0.44) compared to 75-MASTS
students' reported student teacher relations (M = 2.16, SD
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three-point Likert scale where, disagree = 1, not sure = 2,
and agree = 3 .
Research Question #5 Sub-Question 5b
As seen in Table 24, the null hypothesis was not
rejected for any of the 45-MMTS students' compared to 120MCMASTS students' reported posttest school climate survey
data. The null hypothesis was not rejected for (a) 45-MMTS
students' fairness (M = 2.47, SD - 0.53) compared to 120MCMASTS students' reported fairness (M - 2.23, SD = 0.46),
t(28) = 1.32, p = .10 (one-tailed), d = .48, (b) 45-MMTS
students' reported order and discipline (M = 1.91, SD =
0.38) compared to 120-MCMASTS students' reported order and
discipline (M = 1.73, SD = 0.33), t(28) = 1.39, p =

.09

(one-tailed), d = .51, (c) 45-MMTS students' reported
parent involvement (M = 2.05, SD = 0.56) compared to 120MCMASTS students' reported parent involvement (M =1.87, SD
= 0.64), t(28) = 0.85, p = .20 (one-tailed), d = .30, (d)
45-MMTS students' reported student sharing of resources (M
= 1.95, SD = 0.46) compared to 120-MCMASTS students'
reported sharing of resources (M = 1.98, SD = 0.47), t(28)
= -0.20, p = .42 (one-tailed), d = .06, (e) 45-MMTS
students' reported student relations (M = 1.91, SD ~ 0.24)
compared to 120-MCMASTS students' reported student
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relations (M = 1.93, SD = 0.56), t(28) = -0.09, p = .46
(one-tailed), d = .05, and (f) 45-MMTS students' reported
student-teacher relations (M = 2.60, SD = 0.44) compared to
120-MCMASTS students' reported student-teacher relations (M
= 2.43, SD = 0.46), t(28) = 1.04, p = .15 (one-tailed), d =
.38.
Overall, the results indicated no areas of significant
difference. While no significant differences were found in
the 45-MMTS 120-MCMASTS comparisons all domain mean scores
ranged from a low of 1.73 to a high of 2.60 on a threepoint Likert scale where, disagree = 1, not sure = 2, and
agree = 3.
Research Question #5 Sub-Question 5c
As seen in Table 25, the null hypothesis was not
rejected for any of the 75-MASTS students' compared to 120MCMASTS students' reported posttest school climate survey
data. The null hypothesis was not rejected for (a) 75-MASTS
students' fairness (M = 1.97, SD = 0.63) compared to 120MCMASTS students' reported fairness (M = 2.23, SD = 0.46),
t(28) = -1.26, p = .11 (one-tailed), d = .48, (b) 75-MASTS
students' reported order and discipline (M = 1.74, SD =
0.52) compared to 120-MCMASTS students' reported order and
discipline (M = 1.73, SD = 0.33), t(28) = 0.06, p = .48
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(one-tailed), d = .02, (c) 75-MASTS students' reported
parent involvement (M = 1.72, SD = 0.62) compared to 120MCMASTS students' reported parent involvement (M = 1.87, SD
= 0.64), t(28) = -0.64, p = .26 (one-tailed), d = .23, (d)
75-MASTS students' reported sharing of resources (M = 2.02,
SD = 0.64) compared to 120-MCMASTS students' reported
sharing of resources (M = 1.98, SD = 0.47), t(28) = 0.16, p
= .44 (one-tailed), d = .07, (e) 75-MASTS students'
reported student relations {M = 1.82, SD = 0.53) compared
to 120-MCMASTS students' reported student relations (M =
1.93, SD = 0.56), t(28) = -0.57, p = .29 (one-tailed), d =
.20, and (f) 75-MASTS students' reported student-teacher
relations (M = 2.16, SD = 0.65) compared to 120-MCMASTS
students' reported student-teacher relations (M = 2.43, SD
= 0.46), t(28) = -1.30, p = .10 (one-tailed), d = .49.
Overall, the results indicated no areas of significant
difference. While no significant differences were found in
the 75-MASTS 120-MCMASTS comparisons all domain mean scores
ranged from a low of 1.72 to a high of 2.43 on a threepoint Likert scale where, disagree = 1, not sure = 2, and
agree = 3.
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Table 1
Demographic Data of Individual Students Participating in
45-Minute Morning Tutoring Session

Student
Number

Ethnicity

Gender

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

White
White
White
White
White
White
White
White
White
White
White
White
White
Hispanic
Hispanic

Male
Female (b)
Male (b)
Male (a and
Male (a and
Male
Male (a and
Male (a and
Male (b)
Female
Male
Male
Male
Male (b)
Female (b)

(a) Note: Eligible for special education support.
(b) Note: Eligible for free and reduced price lunch,
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Table 2
Demographic Data of Individual Students Participating in
75-Minute After School Tutoring Session

Student
Number

Ethnicity

Gender

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

White
White
White
African-American
White
White
Asian
Hispanic
White
Hispanic
White
White
White
African-American
White

Male
Female (b)
Female
Male
Male
Female
Male
Male (b)
Male (a)
Male
Male (a)
Female
Male
Male
Male

(a) Note: Eligible for special education support.
(b) Note: Eligible for free and reduced price lunch.
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Table 3
Demographic Data of Individual Students Participating in
120-Minute Combined Morning and After School Tutoring
Session

Student
Number

Ethnicity

Gender

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

White
White
White
White
White
African-American
White
White
White
White
White
White
African-American
White
White

Female (b)
Male
Male
Male
Male (b)
Male (a)
Male (a)
Female (a)
Female
Male (b)
Female (b)
Female (a)
Male
Male (a)
Male (a)

(a) Note: Eligible for special education support.
(b) Note: Eligible for free and reduced price lunch.
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Table 4
Individual Students Participating in 45-Minute Morning
Tutoring Session Pretest Essential Objectives Achievement
Data

Essential Objectives

(a)

Math

Science

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

3.37
3.00
2.37
2.12
2.37
3.50
3.12
3.50
3.00
1.87
3.12
3.00
2.12
2.25
2.87

3.25
3.00
3.25
2.75
3.50
3.50
3.00
3.25
4.00
3.75
2.75
2.75
3.25
2.00
2.75

Social
Studies
3.57
2.28
2.71
3.00
2.71
2.71
2.42
2.00
2.42
3.00
2.57
3.00
3.42
2.42
2.71

English
3.50
2.50
2.25
3.75
2.25
4.00
3.75
3.75
3.75
3.75
4.00
3.00
2.75
1. 00
2.25

Writing
6.00
3.00
6.00
4.00
2.00
3.00
3.00
5.00
6.00
6.00
6.00
3.00
4.00
3.00
4.00

GPA
3.36
2.50
2.82
1.73
0.91
3.70
1.82
3.10
3.91
3.55
4.10
3.09
3.50
3.20
3.55

(a) Note: Numbers correspond with Table 1 students.
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Table 5
Individual Students Participating in 75-Minute After School
Tutoring Session Pretest Essential Objectives Achievement
Data

Essential Objectives

(a)

Math

Science

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

3.12
2.12
2.50
3.50
2.87
2.87
3.25
3.50
3.25
2.75
2.50
2.75
2.37
2.75
2.12

3.25
2.00
3.00
3.00
3.50
3.00
3.75
3.50
3.75
3.25
3.50
3.50
3.25
3.75
3.50

Social
Studies
2.00
2.14
1.57
1.57
2.71
2.28
3.00
3.42
2.57
3.28
2.00
2.00
2.14
2.00
1.57

English
3.25
2.25
3.75
3.25
3.00
2.50
2.50
3.00
4.00
3.25
3.50
3.75
3.75
3.75
3.75

GPA

Writing
4.00
4.00
5.00
6.00
4.00
7.00
5.00
4.00
3.00
4.00
4.00
4.00
3.00
4.00
4.00

2.82
1.81
3.91
2. 91
3.30
3.09
3.46
3.90
3.80
1.10
2.82
4.40
3.40
3.10
3.82

(a) Note: Numbers correspond with Table 2 students.
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Table 6
Individual Students Participating in 120-Minute Combined
Morning and After School Tutoring Session Pretest Essential
Objectives Achievement Data

Essential Objectives

(a)

Math

Science

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

3.12
3.12
2.87
3.12
3.12
3.12
2.87
2.75
2.62
2.75
2.62
2.50
3.37
2.87
2.62

3.50
2.25
3.25
3.50
3.00
2.50
3.25
3.00
3.50
3.25
3.00
2.50
3.00
2.25
3.25

Social
Studies
3.71
1.85
1.71
2.57
2.14
2.14
3.14
1.14
3.57
2.00
2.85
2.28
3.00
2.71
2.42

English
3.00
1.75
2.75
2.00
3.25
3.00
2.25
3.25
2.25
2.25
4.00
3.75
3.25
3.00
3.75

GPA

Writing
6.00
5.00
5.00
4.00
4.00
3.00
4.00
2.00
6.00
6.00
6.00
3.00
5.00
2.00
6.00

3.91
1.20
3.09
2.46
2.27
2.00
3.73
3.83
4.46
2.80
3.55
3.73
3.36
4.17
3.40

(a) Note: Numbers correspond with Table 3 students.
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Table 7
Individual Students Participating in 45-Minute Morning
Tutoring Session Posttest Essential Objectives Achievement
Data

Essential Objectives

(a)

Math

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

3. 62
2.87
2.37
2.87
2.87
3.87
3.12
3.37
3.50
3.37
3.87
3.25
2.87
2.87
3.50

Science
3.25
3.25
3.25
3.00
3.50
3.50
3.00
3.50
4.00
3.75
3.00
3.00
3.25
3.00
3.00

Social
Studies
3.85
2.85
2.85
3.00
2.71
3.14
2.42
2.28
2.42
3.28
3.28
3.00
3.42
2.42
3.00

English
3.75
3.00
3.25
3.00
3.50
3.75
3.00
3.75
3.50
3.50
4.00
2.75
3.25
3.00
2.20

GPA

Writing
4.00
4.33
5.00
3.67
2.66
4.00
3.00
5.00
3.67
4.33
5.00
4.66
4. 66
3. 67
5.34

3. 92
2.54
1.50
1. 67
2.00
3.27
2.42
3.00
3.08
3.83
2.82
2. 92
3.09
1.92
2.25

(a) Note: Numbers correspond with Table 1 students.
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Table 8
Individual Students Participating in 75-Minute After School
Tutoring Session Posttest Essential Objectives Achievement
Data

Essential Objectives

(a)

Math

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

3.62
1.50
3.25
3.37
3.37
3.25
3. 62
3.87
3.62
3.25
3.25
3.00
3.12
3.12
3.12

Science
3.25
3.00
3.00
3.00
3.50
2.75
3.75
3.50
3.75
3.25
3.50
3.50
3.25
3.75
3.50

Social
Studies
2.85
2.71
2.00
2.57
2.71
2.71
3.42
3.57
3.28
3.71
2.57
2.71
2.71
3.14
2.71

English
3.25
2.75
3.50
3.25
3.25
3.50
3.50
3.25
3.75
3.50
3.50
3.50
3.75
3.50
3.75

GPA

Writing
4.33
4.33
4.66
5.00
4.00
4. 66
4.33
4.66
4.33
4.66
3.34
4.00
5.00
3.67
2.66

2.75
1.55
2.67
3.17
2.46
2.83
4.25
3.46
3.55
2.55
2.75
3.82
3.4 6
3.00
2.67

(a) Note: Numbers correspond with Table 2 students.
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Table 9
Individual Students Participating in 120-Minute Combined
Morning and After School Tutoring Session Posttest
Essential Objectives Achievement Data

Essential Objectives

(a)

Math

Science

Social
Studies

English

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

3.75
3.12
2.87
3.37
3.50
3.37
3.25
3.50
3.12
3.12
3.12
3.37
3.62
3.50
3.50

3.75
3.25
3.25
3.50
3.00
2.50
3.25
3.00
3.50
3.25
3.25
3.00
3.50
3.50
3.75

3.71
1.85
2.85
2.85
2.71
2.57
3.14
2.14
3.57
3.14
3.00
2.57
3.71
3.00
3.57

3.25
2.25
3.25
2.75
2.75
3.25
3.00
3.75
3.50
3.25
4.00
3.75
3.25
3.50
4.00

Writing
6.00
5.67
6.00
4.66
3.00
3.00
5.00
5.00
5.67
5.67
5.00
5.00
5.67
4. 66
5.33

GPA
2. 67
2.00
2.25
3.17
2.00
2.55
3.50
3.85
3.36
3. 65
3.17
3.67
3.33
2. 69
4.46

(a) Note: Numbers correspond with Table 3 students.
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Table 10
Pretest Compared to Posttest Essential Objectives
Achievement Data, Writing, and GPA for Students
Participating in 45-Minute Morning Tutoring Session

Pretest
Scores

Posttest
Scores

Source
Of Data

Mean

Math

2.77 (0.54)

3.18 (0.47)

0.82

3.71

.001***

Science

3.12 (0.49)

3.28 (0.31)

0.40

2.47

.01*

Social
Studies

2.73 (0.42)

2.93 (0.44)

0.46

3.30

.003**

English

3.08 (0.88)

3.30 (0.42)

0.33

1.12

.14 ns

Writing

4.27 (1.44)

4.20 (0.78)

0.06

-0.20

.42 ns

GPA

2.99 (0.90)

2.68 (0.73)

0.38

-1.54

.07 ns

SD

Mean

SD

Effect
Size

t

P

ns is not significant
* Note: p < .01.
** Note: p < .003.
*** Note: p < .001.
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Table 11
Pretest Compared to Posttest Essential Objectives
Achievement Data, Writing, and GPA for Students
Participating in 75-Minute After School Tutoring Session

Pretest
Scores

Posttest
Scores

Source
Of Data

Mean

Mean

Math

2.88 (0.41)

3.22 (0.53)

0.72

3.63

.001***

Science

3.30 (0.45)

3.35 (0.31)

0.13

0.72

.24 ns

Social
Studies

2.28 (0.59)

2.89 (0.45)

1.17

7.16

.001***

English

3.28 (0.54)

3.43 (0.26)

0.37

1.42

.09 ns

Writing

4.33 (1.05)

4.24 (0.63)

0.10

-0.33

.37 ns

GPA

3.18 (0.85)

2.99 (0.65)

0.25

-1.02

.16 ns

SD

SD

Effect
Size

t

P

ns is not significant
*** Note: p < .001.
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Table 12
Pretest Compared to Posttest Essential Objectives
Achievement Data, Writing, and GPA for Students
Participating in 120-Minute Combined Morning and After
School Tutoring Session

Pretest
Scores

Posttest
Scores

Source
Of Data

!
•
Mean

Math

2.90 (0.25)

3.34 (0.24)

1.83

6.23

.0001***

Science

3.00 (0.43)

3.28 (0.33)

0.73

2.75

.01**

Social
Studies

2.48 (0.70)

2.96 (0.55)

0.77

4.13

.001***

English

2. 90 (0.68)

3.30 (0.48)

0.68

3.51

.001***

Writing

4.47 (1-46)

5.02 (0.93)

0.46

1.74

.05*

GPA

3.20 (0.89)

3.09 (0.71)

0.13

■
-0.53

SD

Mean

SD

Effect
Size

t

P

.30 ns

ns is not significant
* Note: p < .05.
** Note: p < .01.
*** Note: p < .001.
**** Note: p < .0001.
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Table 13
Posttest Compared to Posttest Essential Objectives
Achievement Data, Writing, and GPA for Students
Participating in 45-Minute Morning Tutoring Session
compared to 75--Minute After School Tutoring Session

45-MMTS
Posttest
Scores

75-MASTS
Posttest
Scores

Source
Of Data

Mean

Mean

Math

3.18 (0.47)

3.22 (0.53)

0.08

-0.23

.41 ns

Science

3.28 (0.31)

3.35 (0.31)

0.22

-0.59

.28 ns

Social
Studies

2.93 (0.44)

2.89 (0.45)

0.08

0.23

.41 ns

English

3.30 (0.42)

3.43 (0.26)

0.38

-1.04

.15 ns

Writing

4.20 (0.78)

4.24 (0.63)

0.05

-0.16

.44 ns

GPA

2.68 (0.73)

2.99 (0.65)

0.44

-1.23

.11 ns

SD

SD

Effect
Size

t

P

ns is not significant
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Table 14
Posttest Compared to Posttest Essential Objectives
Achievement Data, Writing, and GPA for Students
Participating in 45-Minute Morning Tutoring Session
compared to 120-Minute Combined Morning and After School
Tutoring Session

45-MMTS
Posttest
Scores

120-MCMASTS
Posttest
Scores

Source
Of Data

Mean

Math

3.18 (0.47)

3.34 (0.24)

0.45

-1.17

.13 ns

Science

3.28 (0.31)

3.28 (0.33)

0.00

0.00

.50 ns

Social
Studies

2.93 (0.44)

2.96 (0.55)

0.06

-0.17

.43 ns

English

3.30 (0.42)

3.30 (0.48)

0.00

0.00

.50 ns

Writing

4.20 (0.78)

5.02 (0.93)

0.50

-2. 63

.01 **

GPA

2.68 (0.73)

3.09 (0.71)

0.56

-1.54

.07 ns

SD

Mean

SD

Effect
Size

t

P

ns is not significant
** Note: p < .01.
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Table 15
Posttest Compared to Posttest Essential Objectives
Achievement Data, Writing, and GPA for Students
Participating in 75-Minute After School Tutoring Session
compared to 120-Minute Combined Morning and After School
Tutoring Session

75-MASTS
Posttest
Scores

120-MCMASTS
Posttest
Scores

Effect
Size

Source
Of Data

Mean

Math

3.22 (0.53)

3.34 (0.24)

0.31

-0.77

.22 ns

Science

3.35 (0.31)

3.28 (0.33)

0.21

0.57

.29 ns

Social
Studies

2.89 (0.45)

2.96 (0.55)

0.14

-0.37

.36 ns

English

3.43 (0.26)

3.30 (0.48)

0.35

0.94

.18 ns

Writing

4.24 (1.63)

5.02 (0.93)

0.60

-2. 68

.01'*•*

GPA

2.99 (0.65)

3.09 (0.71)

0.14

-0.37

.36 ns

SD

Mean

SD

t

P

ns is not significant
** Note: p < .01.
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Table 16
Individual Students Participating in 45-Minute Morning
Tutoring Session Pretest and Posttest Absence, Tardy, and
Discipline Referral Data

Absence

(a) Pretest Posttest
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

5
9
0
6
0
3
10
2
5
1
0
3
4
0
5

Discipline
Referral

Tardy

9
5
4
1
3
0
2
4
0
1
8
6
6
8
6

Pretest Posttest
0
0
0
7
0
0
1
0
3
2
0
1
0
0
0

0
0
3
3
1
4
10
0
2
0
1
0
0
12
0

Pretest Posttest
0
0
1
0
0
1
0
0
0
0
0
0
0
0
0

(a) Note: Numbers correspond with Table 1 students.
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0
0
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0
0
1
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Table 17
Individual Students Participating in 75-Minute After School
Tutoring Session Pretest and Posttest Absence, Tardy, and
Discipline Referral Data

Absence

Tardy

(a) Pretest Posttest
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

0
0
1
1
6
2
7
0
2
1
1
0
1
8
2

Discipline
Referral

3
0
2
4
9
4
2
0
1
2
3
0
0
3
4

Pretest Posttest
0
0
0
1
0
0
0
2
0
0
7
0
0
1
2

0
0
0
2
3
0
0
15
0
0
6
0
7
1
0

Pretest Posttest
0
0
0
0
1
0
0
0
0
0
0
0
0
1
0

(a) Note: Numbers correspond with Table 2 students.
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Table 18
Individual Students Participating in 120-Minute Combined
Morning and After School Tutoring Session Pretest and
Posttest Absence,, Tardy, and Discipline Referral Data

Absence

(a) Pretest Posttest
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

9
2
3
1
2
2
6
1
0
3
5
1
1
6
1

3
4
2
3
5
4
2
3
1
4
3
4
9
11
1

Discipline
Referral

Tardy

Pretest Posttest
2
0
0
0
0
0
0
0
1
0
3
0
5
0
0

2
3
0
2
0
0
0
0
2
6
1
0
4
2
0

Pretest Posttest
1
0
0
0
0
0
0
0
0
0
0
0
0
0
0

(a) Note: Numbers correspond with Table 3 students.
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Table 19
Students Participating in 45-Minute Morning Tutoring
Session, 75-Minute After School Tutoring Session, and 120Minute Combined Morning and After School Tutoring Session
Pretest Compared to Posttest Observed Absence Change
Frequencies

75--MASTS

120--MCMASTS

Absence

45 -MMTS

Change
Improve (a)

N
5

(%)
(33)

N
7

(%)
(47)

N
4

(%)
(27)

Maintain

1

(7)

3

(20)

1

(7)

Lose

9

(60)

5

(33)

10

(66)

15

(100)

15

(100)

15

(100)

Total

X2

4.53

(a) Note: Improve is in the direction of fewer absences.
Note: X2 not significant for Observed verses Expected cell
frequencies with df = 4 and a tabled value = 9.488 for p <
.05.
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Table 20
Students Participating in 45-Minute Morning Tutoring
Session, 75-Minute After School Tutoring Session, and 120Minute Combined Morning and After School Tutoring Session
Pretest Compared to Posttest Observed Tardy Change
Frequencies

Tardy

45 -MMTS

Change
Improve (a)

N
4

(%)
(27)

N
2

(%)
(13)

N
2

(%)
(13)

Maintain

5

(33)

9

(60)

8

(54)

Lose

6

(40)

4

(27)

5

(33)

15

(100)

15

(100)

15

(100)

Total

75--MASTS

-MCMASTS
120X2

2.58

(a) Note: Improve is in the direction of fewer absences.
Note: X2 not significant for Observed verses Expected cell
frequencies with df = 4 and a tabled value = 9.488 for p <
.05.
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Table 21
Students Participating in 45-Minute Morning Tutoring
Session, 75-Minute After School Tutoring Session, and 120Minute Combined Morning and After School Tutoring Session
Pretest Compared to Posttest Observed Discipline Referral
Change Frequencies

Discipline
Referral

45--MMTS

Change
Improve (a)

N
2

(%)
(13)

N
1

(%)
(6)

N
1

(%)
(6)

Maintain

6

(40)

10

(67)

8

(54)

Lose

7

(47)

4

(27)

6

(40)

15

(100)

15

(100)

15

(100)

Total

75--MASTS

120 -MCMASTS
X2

2.31

(a) Note: Improve is in the direction of fewer absences.
Note: X2 not significant for Observed verses Expected cell
frequencies with df = 4 and a tabled value = 9.488 for p <
.05.
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Table 22
Students Participating in 45-Minute Morning Tutoring
Session, 75-Minute After School Tutoring Session, and 120Minute Combined Morning and After School Tutoring Session
Posttest Compared to Posttest Observed Absence, Tardy, and
Discipline Referral Frequencies

75-1MASTS

120--MCMASTS

Posttest

45--MMTS

Change
Absence

N
63

(%)
(59)

N
37

(%)
(47)

N
59

(%)
(65)

Tardy

36

(34)

34

(43)

22

(24)

8

(7)

8

(10)

10

(11)

107

(100)

79

(100)

91

(100)

Discipline
Referrals
Total

X2

7.66

(a) Note: Improve is in the direction of fewer absences.
Note: X2 not significant for Observed verses Expected cell
frequencies with df = 4 and a tabled value = 9.488 for p <
.05.
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Table 23
Posttest Compared to Posttest School Climate Survey Data
for Students Participating in the 45-Minute Morning
Tutoring Session compared to the 75-Minute After School
Tutoring Session

45-MMTS
Posttest
Scores

75-MASTS
Posttest
Scores

Effect
Size

Source
Of Data

Mean

Fairness

2.47 (0.53)

1.97 (0.63)

0.85

2.32

.01*

Order and
Discipline

1.91 (0.38)

1.74 (0.52)

0.37

1.03

.16 ns

Parent
Involvement 2.05 (0.56)

1.72 (0.62)

0.55

1.54

.07 ns

Sharing of
Resources

1.95 (0.46)

2.02 (0.64)

0.12

-0.33

.37 ns

Student
Relations

1.91 (0.24)

1.82 (0.53)

0.23

0.60

.28 ns

StudentTeacher
Relations

2.60 (0.44)

2.16 (0.65)

0.81

2.16

.02**

SD

Mean

SD

t

ns is not significant
* Note: p < .01.
** Note: p < .02.
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Table 24
Posttest Compared to Posttest School Climate Survey Data
for Students Participating in the 45-Minute Morning
Tutoring Session compared to the 120-Minute Combined

45-MMTS
Posttest
Scores

120-MCMASTS
Posttest
Scores

Source
Of Data

Mean

Mean

Fairness

2.47 (0.53)

2.23 (0.46)

0.48

1.32

.10 ns

Order and
Discipline

1.91 (0.38)

1.73 (0.33)

0.51

1.39

.09 ns

Parent
Involvement 2.05 (0.56)

1.87 (0.64)

0.30

0.85

.20 ns

Sharing of
Resources

1.95 (0.46)

1.98 (0.47)

0.06

i
o
ro
o

Morning and After School Tutoring Session

.42 ns

Student
Relations

1.91 (0.24)

1.93 (0.56)

0.05

-0.09

.46 ns

StudentTeacher
Relations

2.60 (0.44)

2.43 (0.46)

0.38

1.04

.15 ns

SD

SD

Effect
Size

t

ns is not significant
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Table 25
Posttest Compared to Posttest School Climate Survey Data
for Students Participating in the 75-Minute After School
Tutoring Session compared to the 120-Minute Combined
Morning and After School Tutoring Session

75-MASTS
Posttest
Scores

120-MCMASTS
Posttest
Scores

Source
Of Data

Mean

Mean

Fairness

1.97 (0.63)

2.23 (0.46)

0.48

-1.26

.11 ns

Order and
Discipline

1.74 (0.52)

1.73 (0.33)

0.02

0.06

.48 ns

Parent
Involvement 1.72 (0.62)

1.87 (0.64)

0.23

-0.64

.26 ns

Sharing of
Resources

2.02 (0.64)

1.98 (0.47)

0.07

0.16

.44 ns

Student
Relations

1.82 (0.53)

1.93 (0.56)

0.20

-0.57

.29 ns

StudentTeacher
Relations

2.16 (0.65)

2.43 (0.46)

0.49

-1.30

.10 ns

SD

SD

Effect
Size

t

ns is not significant
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CHAPTER 5
Conclusions and Discussion
The purpose of this study was to determine the effect
of required tutoring option participation on failing
eighth-grade students' academic and behavioral performance.
Students who were failing two or more core academic
subjects (math, English, social studies and science) were
required to participate in either a 45-minute morning
tutoring session (45-MMTS) or a 75-minute after school
tutoring session (75-MASTS) or a 120-minute combined
morning and after school tutoring sessions (120-MCMASTS).
The study analyzed achievement, behavior, and attitudinal
data of students participating in required tutoring
options: 45-MMTS or 75-MASTS, or 120-MCMASTS one or more of
these tutoring options significantly impacted student
outcomes.
Conclusions
The following conclusions may be drawn from the study
for each of the five research questions: Research Question
#1: Overall, pretest posttest results indicated that
students participating in 45-MMTS did not significantly
improve their English, writing, and GPA scores but did
significantly improve their math, science, and social
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studies scores. Using the research school districts
descriptors for levels of achievement including beginning
(a numerical score of 1) , progressing (a numerical score of
2), proficient (a numerical score of 3), and advanced (a
numerical score of 4) indicates that students who
participated in 45-MMTS completed the school year at the
proficient level in math, science, and English. Students
who participated in 45-MMTS completed the school year at
the progressing level in social studies. Students who
participated in 45-MMTS completed the school year with
their writing scores (4.20) less than the state cut score
(4.33)

required for proficiency. Students who participated

in 45-MMTS completed the school year with a GPA in the "C+"
range.
Overall, pretest posttest results also indicated that •
students participating in 75-MASTS did not significantly
improve their science, English, writing, and GPA scores but
did significantly improve their math and social studies
scores. Using the research school districts descriptors for
levels of achievement including beginning (a numerical
score of 1), progressing (a numerical score of 2),
proficient (a numerical score of 3), and advanced (a
numerical score of 4) indicates that students who
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participated in 75-MASTS completed the school year at the
proficient level in math, science, and English. Students
who participated in 75-MASTS completed the school year with
their writing score (4.24) less than the state cut score
(4.33)

required for proficiency. Students who participated

in 75-MASTS completed the school year with a GPA just below
the "B" range. Finally, overall pretest posttest results
indicated that students participating in 120-MCMASTS did
significantly improve their math, science, social studies,
English, and writing. GPA scores did not significantly
improve pretest compared to posttest. Using the research
school districts descriptors for levels of achievement
including beginning (a numerical score of 1), progressing
(a numerical score of 2), proficient (a numerical score of
3), and advanced (a numerical score of 4) indicates that
students who participated in 120-MCMASTS completed the
school year at the proficient level in math, science, and
English. Students who participated in 120-MCMASTS completed
the school year with their writing score (5.02) above the
state cut score (4.33) required for proficiency. Students
who participated in 120-MCMASTS completed the school year
with a GPA within the "B" range. Research Question #2a:
Overall, posttest results for students participating in 45-
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MMTS compared to students participating in 75-MASTS
indicated no statistically significant end of school year
differences in math, science, social studies, English,
writing and GPA scores. Research Question #2b: Overall,
posttest results for students participating in 45-MMTS
compared to students participating in 120-MCMASTS indicated
no statistically significant end of school year differences
in math, science, social studies, English, and GPA scores.
Research Question #2c: Overall, posttest results for
students participating in 75-MASTS compared to students
participating in 120-MCMASTS indicated no statistically
significant end of school year differences in math,
science, social studies, English, and GPA scores.
Research Question #3a: Overall, observed absence
improve, maintain, and lose change frequency determinations
for 45-MMTS students, 75-MASTS students, and 120-MCMASTS
students were found to be congruent. Research Question #3b\
Overall, observed tardy improve, maintain, and lose change
frequency determinations for 45-MMTS students, 75-MASTS
students, and 120-MCMASTS students were found to be
congruent. Research Question #3c: Overall, observed
discipline referral improve, maintain, and lose change
frequency determinations for 45-MMTS students, 75-MASTS
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students, and 120-MCMASTS students were found to be
congruent.
Research Question #4: Students in the 45-MMTS had the
highest observed combined posttest absence, tardy, and
discipline referral frequencies (107) followed by students
in the 120-MCMASTS with observed combined posttest absence,
tardy, and discipline referral frequencies (91). Students
in the 75-MASTS had the lowest observed combined posttest
absence, tardy, and discipline referral frequencies (79).
Overall, observed posttest compared to posttest absence,
tardy, and discipline referral frequency determinations for
45-MMTS students, 75-MASTS students, and 120-MCMASTS
students while found to be congruent indicates that absence
from school represents the most observed behavior issue for
these students.
Research Question #5a: Overall, the school climate
survey results indicated two areas of significant
difference,

(a) fairness and (b) student-teacher relations

where the 45-MMTS students responded more favorably than
the 75-MASTS students on these domain questions. While no
significant differences were found in the other 45-MMTS 75MASTS comparisons all domain mean scores ranged from a low
of 1.72 to a high of 2.60 on a three-point Likert scale

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

155

where, disagree = 1, not sure = 2, and agree = 3. Research
Question #5b: Overall, the school climate survey results
indicated no areas of significant difference. While no
significant differences were found in the 45-MMTS 120MCMASTS comparisons all domain mean scores ranged from a
low of 1.73 to a high of 2.60 on a three-point Likert scale
where, disagree = 1, not sure = 2, and agree = 3. Question
#5c: Overall, the school climate survey results indicated
no areas of significant difference. While no significant
differences were found in the 75-MASTS 120-MCMASTS
comparisons all domain mean scores ranged from a low of
1.72 to a high of 2.43 on a three-point Likert scale where,
disagree = 1, not sure = 2, and agree = 3.
Discussion
The purpose of this study was to demonstrate that
achievement, behavior, and attitudinal outcomes can be
impacted by creating a strong academic culture that changes
students' beliefs and behaviors, convincing them to engage
with their school work (Hammond & Lynch, 2006). The
tutoring programs that were put in place provided for a
systematic means of ensuring that students have
opportunities to get their school work done. In essence, we
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have attempted to make it harder not to do the work than to
do it.
Even with the best of instruction, some number of
students in any school will always experience academic
difficulties. An overall school plan must provide services
for these children (Fashola & Slavin, 1998).
By the time many struggling students reach adolescence,
they have learned to protect their self-esteem by saying
they "don't care about the (stupid) work" rather than risk
proving themselves incompetent by trying and failing
(Hammond & Lynch, 2006).
Overall, students reported end of the year gains in
their achievement levels based on the districts' Essential
Objectives. Students achieved a level of proficiency in all
core area subjects. While found to be congruent, observed
posttest compared to posttest absence, tardy and discipline
referral frequency determinations for 45-MMTS students, 75MASTS students and 120-MCMASTS students indicated that
absence from school represented the most observed behavior
issue for the students.
Parental involvement is a key concern with tutoring
programs. Making sure students are in attendance and are
understanding the program's goals are critical to student

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

157

success. Tutoring programs are designed to involve parent
support— not reduce it. This study demonstrated that
parental involvement in homework is important, not just
because it provides immediate assistance to students, but
because this involvement models positive attitudes and
study skills needed to succeed in school (Hoover-Dempsey,
et al., 2001). Parents make particularly strong models
because children see their parents as both competent and
similar to them (Cosden et al., 2004).
Parents are expected to send their children to school
on a regular basis due to compulsory attendance laws.
However, it is nearly impossible to determine whether
children are kept home because of sickness or because they
are needed to baby-sit younger siblings or watch an ailing
grandparent. Little to no effort is made to hold parents
who violate the law accountable because it is timeconsuming and costly (Bippus, 2005).
To help parents become involved in their child's
education, educators must disregard their personal feelings
about parents, no matter how good or bad the previous
interaction may have been (Dominguez, 2003). Henderson &
Mapp (2003) say that "programs and interventions that
engage families in supporting their children's learning at
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home are linked to higher student achievement" (p. 25) and
that "the more families support their children's learning
and educational process, the more their children tend to do
well in school and continue their education" (p. 30). In
this study, the support provided by parents in assuring
that their child attended the tutoring sessions was a vital
part of the programs' success.
This study supports the research on the importance of
engaging parents as partners to enhance student success. In
this study parents were very supportive of school practices
to mandate tutoring sessions for students failing two or
more core area classes. It is important to note that every
parent notified of the tutorial program overwhelmingly
supported their child's participation, and even volunteered
their child for additional sessions if necessary. Further
study is needed to determine how this involvement affects
students who are required to participate in tutoring
sessions. In many instances if parent support cannot be
obtained, it stifles any attempts to raise student grades
and achievement by the schools. Apathy becomes twofold;
from the parent and the student.
With the increasing demands of Adequate Yearly
Progress, which require schools to boost student attendance
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and lower drop-out rates, even greater emphasis will need
to be focused in this area (Stover, 2005). Student
achievement should always be foremost in the thought
process of teachers. When students do their homework and
get parent help they perform better. They may not become A+
students but their attitude and effort improve (Dominguez,
2003). Some teachers believe they must "teach students a
lesson" by giving them failing grades when they don't turn
in work. This response is understandable— how can you
reward students when they don't do anything?— but it
doesn't usually solve the problem. Instead, punishment
merely confirms students' view that they cannot succeed.
Unfortunately, struggling students know what the experience
of failure is like, and they have learned to survive it. In
many cases, accepting failure has become a strategy for not
having to try (Hammond & Lynch, 2006).
Professional teamwork and collaboration among regular
and special educators ensures that weak learners, with or
without special labels, have access to rigorous curriculum
and interventions that increase learning. Core teams of
teachers, counselors, parents, and resource educators must
be provided with the time to meet, monitor and discuss ways
to increase weak learners' achievement and the schools'
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infrastructure should include time for planning and
collaboration (Kaplan & Owings, 2001).
This study also addressed the concern of students
being required to attend tutoring sessions. This goal was
important because it demonstrated a high level of
operationalized expectations and requirements for students
(Levine & Lezotte, 1990). Schools that are organized as
supportive learning communities with opportunities for
collegial problem solving can better support their students
in developing the practices and habits essential to doing
school work (Hammond & Lynch, 2006).
This study analyzed achievement, behavior and attitudinal
data of students participating in required tutoring option
programs. When positive relationships are developed between
the home and school, students understand that it is an
important expectation that they are engaged in their school
work. Studies such as this demonstrate how important this
relationship can be. Students clearly benefited from the
tutoring programs. The number of failing grades was
significantly reduced. This research will be used to assist
the district in maintaining this success for students.
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UNIVERSITY 1 0F

Medical Center
Institutional Review Board (IRB)
NEBRASKA'S HEALTH SCIENCE CENTER

Office of Regulatory Affairs (ORA)

November 22, 2006

Larry Murry
Educational Admin & Supervision, KH 414
U N O -V IA COURIER
IRB#: 429-06-EX
TITLE OF PROTOCOL: The Effect of Required Tutoring Option Participation on
Failing Eighth-Grade Students1Academic and Behavioral Performance
Dear Mr. Murry:
The IRB has reviewed your Exemption Form fo r Exempt Educational, Behavioral, and
Social Science Research on the above-titled research project. According to the
information provided, this project is exempt under 45 CFR 46:101b, category _1_- You
are therefore authorized to begin the research.
It is understood this project will be conducted in full accordance with all applicable
sections of the IRB Guidelines. It is also understood that the IRB will be immediately
notified of any proposed changes that may affect the exempt status of your research
project.
Please be advised that the IRB has a maximum protocol approval period o f thre e
years from the original date of approval and release. If this study continues beyond
the three year approval period, the project must be resubmitted in order to maintain an
active approval status.
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Ernest D. Prentice, Ph.D.
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Academic and Research Services Building 3000 / 987830 Nebraska Medical Center / Omaha, NE 68198-7830
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Institutional Review Board
Academic Research & Services Building 3000
987830 Nebraska Medical Center
Omaha, NE 68198-7830
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The research study being conducted by UNO doctoral candidate Larry Murry regarding
reform programs within the Bellevue Public Schools has been approved by the school
district.
Mr. Murry has complete ethical access as a school administrator to all necessary data.
The achievement, behavioral, and attitudinal data needed for the study will be provided to
Mr. Murry once it has been linked and then de-identified. The data within this study
consists o f routinely collected school information.
If you have further questions regarding the collection o f data for this study, please feel
free to contact me. We look forward to reviewing the results o f Mr. Murry’s dissertation.
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Assistant Superintendent for Curriculum
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